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ABSTRACT 
The education system in Zimbabwe is an adoption and adaptation of former colonial education 
that ended in 1980 with the attainment of independence. However, much of the ethos and 
practices of colonial education appear to have defied the transition, resulting in a transmission-
based education system that is averse to critical thinking and critical pedagogy. This research 
study sought to find out the level of criticality at selected Zimbabwe teacher education colleges 
and to suggest ways of improving the development of this criticality. The study was a critical social 
research, situated in the transformative paradigm of qualitative research. I adopted a multi-site 
case study approach where focus group discussion and document analysis techniques were used 
in data generation at two teacher education colleges. The sample for the study comprised six (6) 
and seven (7) members of the Theory of Education department teaching staff at the respective 
institutions who volunteered to take part in the focus group discussions. The study used Antonio 
Gramsci’s ‘cultural hegemony’ and Malewski and Jaramillo’s ‘epistemologies of ignorance’ as its 
theoretical framework. The main findings were that there were very low levels of criticality in the 
teacher education programme because critical thinking and critical pedagogy were generally 
viewed negatively in the institutions. The key operational documents in the programme, the 
syllabus and the examination question papers did not reflect any meaningful critical thinking or 
critical pedagogy concepts or demands. Research participants turned out to have a very 
inadequate understanding of critical thinking and critical pedagogy. In addition, they blamed the 
failure to teach critical thinking skills on shortage of time and the large numbers of students on 
the teacher education programme. From analysis, both of these reasons were not convincing. 
From the findings in the study, I recommended a nationwide campaign to raise teacher educators’ 
awareness of the nature and value of developing criticality. I also recommended some formal 
educational programmes for key players in the teacher education system that can help advance 
their understanding of critical thinking and critical pedagogy. Critical thinking and critical 
pedagogy should be substantively included on the teacher education syllabi and examinations. 
Teacher education, and all other sectors of education, should go beyond just teaching criticality 
skills to learners. Educators need to be able to use such skills themselves in their teaching and in 
their own lives. My suggested framework for the inclusion of criticality in education can be used 
as a way of ensuring that criticality is developed and catches appeal across the country. 
 
KEY WORDS  
critical pedagogy, critical theory, critical thinking, criticality, cultural hegemony, dominant 
groups, epistemologies of ignorance, subordinate groups, teacher education 
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CHAPTER 1 
ORIENTATION TO THE STUDY 
 
1.1  BACKGROUND OF THE STUDY 
The value of critical thinking skills and criticality to all human activities and processes and to 
human life in general is unquestionable. This is why schools and institutions of higher 
learning should be concerned with the teaching of thinking skills. Wallington (2007) says 
“virtually everyone would agree that a primary, yet insufficiently met, goal of schooling is to 
enable students to think critically” (p. 8). Indeed, it may be difficult to imagine much 
meaningful existence without the aid of critical thinking skills. Perhaps, more than in any age 
in the past, people living in modern society need critical thinking because of the 
unprecedented advances in knowledge and information generation, the increasingly 
ephemeral and short-lived nature of much of this knowledge and the progressively complex 
socio-economic and technological realities that they face in their daily lives.  
 
While information has increasingly become important for anyone living in the modern 
globalized environment, it is perhaps the types of information that are made available to the 
student, the manner in which they are made available and the purpose(s) for which they are 
availed that are critical. I believe that information and its control can be a deadly tool in the 
hands of one who wishes to manipulate other people’s understanding of themselves and 
the world. But equally, information that is properly developed with the student can be a 
powerful tool for self-development and the achievement of social justice. Any education 
system that concentrates on merely imparting ready-made and pre-selected information to 
its students is bound to be of little use to them as much of the information quickly gets 
outdated and becomes of very little use often soon after it has been learnt. Students are 
then saddled with a lot of information that does not help them to deal with real situations 
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in their fast changing lives, and they are forced to grovel for solutions without the critical 
thinking skills that should help them to do this.  
 
The distinction that needs to be made here from the outset is that between the widely used 
approach to education as the one-way transmission of knowledge from the teacher to the 
students, and the model that sees education as interaction and engagement, where both 
the teacher and the student take active roles in the teaching/learning process. On the one 
hand, education is the process of delivering the curriculum, passing on pre-determined and 
pre-selected batches of information and skills to the unquestioning student, often for the 
purpose of examinations that claim to measure the efficiency of such information delivery. 
In the words of (Kim, 2011):  
 
Teaching as curriculum delivery evokes the image of a one-way 
transmission of knowledge. Pre-packaged data is transmitted 
to passive students. In this delivery model of teaching, 
suppressing or excluding students’ voices in the learning 
process is typical. (p. 54) 
 
On the other hand, in the non-transmission approach to education, the critical and 
personally engaged model, the learning process is directly linked to the personal experiences 
of the students and the students contribute significantly to what is included and how it is 
learned. In the end, it is not a difference of how much information the student ends up with, 
but how that knowledge is arrived at and what the student can do with that information. 
The students in a transmission model of education commit information to memory mainly 
to reproduce it in public examinations as accurately as they received it, after which they have 
little use for that knowledge. Brookfield & McGill (1998, p. 98) assert that a mode of teaching 
that places emphasis on the transmission of knowledge and ideas is not conducive to critical 
reflective learning. This implies that the recipients cannot effectively assess and use the 
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information that they have and they may find difficulty interpreting and evaluating much of 
the new information that they meet later in their lives.  
 
Teaching as transmission also has the tendency of presenting the world as ‘given’ and 
unchangeable. This often arises from the way in which facts and information are portrayed 
in the teaching and learning environment. The students are made to accept, largely 
unquestioningly, the teacher’s interpretation of the knowledge provided to them. Such 
education does not sensitize students to the social malformations and injustices that exist 
around them and makes educators inadvertent accomplices to the social class systems that 
keep disproportionately large groups of society underprivileged. Analysing the transmission-
based curriculum, Kim (2011) argues that: 
 
The academic and cultural lessons conveyed in the curriculum 
are not value neutral, and they often speak for the ideas of the 
powerful, justifying and maintaining social hierarchies and the 
continued unequal distribution of privileges among classes. (p. 
56) 
 
The system of education in Zimbabwe is one such system that is overly intent on imparting 
information using the curriculum delivery approach at the expense of educating students to 
develop independent thinking skills that would help them to assess, interpret and evaluate 
knowledge. Bwititi (2014) describes this state of affairs succinctly when he advises that: 
The current education framework has its roots anchored in the 
colonial era whose thrust is divorced from present day needs. 
Experts argue that our education must begin to produce more 
creative thinkers, not people capable of just writing and 
reading or knowledge banks, as we already have too many of 
these. (p. 5) 
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Although official reports and research on education in Zimbabwe abound, e.g. the annual 
Secretary of Education reports, all attention is paid only to issues of education provision, its 
financing, infrastructure and personnel factors. The area of teaching and learning methods 
has continued to evade the attention of analysts. The reasons for this are not hard to find. 
To start with, it is probable that the analysts see nothing wrong with the methods of 
education that they themselves ‘successfully’ went through. Secondly, colonial education, 
which regarded education as a straightforward process of the teacher passing information 
to students, blatantly adopted the knowledge transmission model of education. The purpose 
was to ensure that the Africans that they allowed to receive Western education would 
remain as docile and unquestioning of the colonial system and its trappings as possible. Such 
a model of teaching and learning suited their design very well. After colonialism ended, 
however, its legacy persisted arguably to this day in Zimbabwe, and perhaps in many other 
former colonies on the continent. Thirdly, people generally do not ask about what is not 
there. The absent is often not discussed, if it is thought about at all. It is therefore not 
surprising that literature on Zimbabwe education has been very silent on the absence of 
critical thinking skills. This is why Bwititi (2014) says, “It is recommended that teachers use 
progressive methods instead of traditional-oriented methods while school children should 
be accorded an enabling learning environment to acquire the skills necessary to seek 
solutions to their respective community challenges.” 
 
A veiled reference to the absence of critical thinking can be gleaned from a country report 
on Education for All presented in 1999 at the World Education Forum. In the report, the EFA 
2000 Committee (1999) notes that: 
 Because the nation (Zimbabwe) faces financial constraints, 
and since teachers’ salaries consume the largest share of the 
finances available to education, the country is left with meagre 
funds for interrogating and trying out alternative methods of 
instruction and other teacher support systems. For this 
reason, the teacher-centred curriculum is the most common 
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form of teaching in the Zimbabwean school system. 
Consequently, the quality of the teachers deployed in the 
schools is of major concern to policymakers, planners, 
administrators, parents and other stakeholders. (p. 15) 
 
The report also contends that “the education system in Zimbabwe has been, and is still, 
academically oriented and examination driven” (EFA 2000 Committee, 1999). The firmly 
entrenched examination system, which has largely remained unchanged in independent 
states, systematically demands that teachers use transmission methods of teaching as these 
are often considered the most efficient for the purpose. As Manyumwa (1999) points out:  
 
In Zimbabwe, school examinations have maintained a strong 
conservative grip on the wheels of change in the education 
system. Wherever they are used, public examinations 
determine almost completely what is taught and how it is 
taught. (p. 80) 
 
In the process, provinces, schools and even individual teachers compete to produce the 
highest pass rates in public examinations, and the transmission teaching techniques come 
in handy to achieve this. In my experience in teacher education, it is typical for student 
teachers to attend lectures for the sole purpose of writing down notes from the lecturer’s 
presentation. At the end of the programme, each student submits for assessment a large 
box file packed to the brim with notes taken down during lectures. The content in the notes 
is directly asked for in the final course examinations, where the students who most 
accurately reproduce the same notes given to them get the highest marks and even pass 
with distinctions. On the few occasions when students are asked or are invited to ask 
questions in the lectures, the purpose is very often merely to clarify the content presented, 
not to question it or to engage students in critically analysing its veracity or usefulness for 
them or for their prospective pupils. 
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Thus, as Brookfield & McGill (1998) argue above, the skills gained from transmission can 
hardly help the students find ways to deal with their increasingly complicated lives and 
circumstances later. This method of education is aptly described and criticized by Freire 
(1970) as subscribing to the ‘banking concept’ of education. Here teachers are bent on 
‘narrating’ or ‘telling’ information, facts and concepts to students without allowing them to 
actively engage and interact with what they are learning. The students are passive recipients 
in the process and the more accurately they receive and reproduce what has been 
transmitted to them, the better students they are. 
 
The situation in Zimbabwe schools speaks volumes about the low levels of critical thinking 
allowed in the teaching/learning processes. Unfortunately, the absence of criticality in the 
country’s education system has hardly been questioned in research. The typically 
unidirectional exchange of information from the teachers to the students, the heavy reliance 
on textbooks whose information is by and large unquestioned, and the over-emphasis on 
examinations that often require candidates to merely reproduce the information they 
received in the education programme, all suggest a dearth of critical thinking attitudes in the 
education system.  
 
I believe that the starting point in dealing with this challenge is to focus on teacher 
education. My argument is that if teacher educators are enabled to appreciate the uses and 
benefits of critical thinking and criticality, they will be better able to use these skills to 
empower their own students to deal with the knowledge and information presented to them 
and to question the social realities around them. This will not be an end in itself, but only a 
means to the noble end of assessing, challenging, verifying and critiquing information with 
a view to making sound decisions to act on. In turn, such students, it is hoped, will pass on 
critical thinking skills and attitudes of criticality to their own pupils when they become school 
practitioners. Indeed, critical thinking has proved capable of helping people to continue to 
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contribute to society long after the knowledge that they received in school has become out 
of date or irrelevant to their daily lives (University of Maryland College, 2005).  
 
This study therefore examines the teacher education programme in Zimbabwe to establish 
the levels of critical thinking and criticality that exist and the needs whose address would 
improve the calibre of student teachers by equipping them with robust critical thinking skills 
that should guide and direct their teaching when they qualify and start teaching. It, however, 
proposes that a critical thinking approach on its own is hardly adequate as this paradigm has 
of late been criticized for its inadequacies in helping people deal with real social situations 
in their daily lives. In many such situations, simple rational judgement and logical reasoning 
are not enough. Very often such thinking ends at the level of the individual, the justifications 
for his/her thinking, and an examination of the assumptions belying such thinking. It fails to 
reach the realm of collective social reality and it does not consider issues of social justice.  
 
Critical pedagogy, informed by Critical Theory, can be used to overcome this shortcoming. 
In the words of Burbules and Berk (T. S. Popkewitz & Fendler, 1999), in Critical Pedagogy 
“…the critical person is one who is empowered to seek justice, to seek emancipation. Not 
only is the critical person adept at recognizing injustice but, for Critical Pedagogy, that person 
is also moved to change it” (p. 50). Thus Critical Pedagogy asks whether critical thinking is 
really ‘critical’ and its answer is ‘no’. For this reason, according to Burbules and Berk (T. S. 
Popkewitz & Fendler, 1999), Critical Pedagogy “would never find it sufficient to reform the 
habits of thought of thinkers, however effectively, without challenging and transforming the 
institutions, ideologies, and relations that engender distorted, oppressed thinking in the first 
place – not as an additional act beyond the pedagogical one, but as an inseparable part of 
it” (p. 52). The terms Critical Thinking, Critical Pedagogy and Criticality are discussed later in 
this chapter and in other subsequent chapters. Suffice it to mention here that this study will 
use the term Criticality more since it encompasses skills that embrace both Critical Thinking 
and Critical Pedagogy. 
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1.2  SIGNIFICANCE OF THE STUDY 
The study’s findings are expected to help improve teacher education practice by enhancing 
student teachers’ criticality. This has great potential to make them more useful to their 
profession long after their qualification as teachers. The analysis of the levels of criticality 
reflected in the teacher education processes will hopefully raise awareness of what needs to 
be done to raise these levels and keep the pursuit of social justice alive. It should assist them 
to consciously reflect on their own life experiences as they go through the teacher education 
programme and to develop voices that can help shape the dialogue that should ideally shape 
such a learning programme. The improvement of prospective teachers’ criticality is also 
expected to naturally cascade to the wider school system, enabling the development of the 
critical thinking skills and dispositions in the pupils that they will teach upon qualification.  
 
When changes are proposed to an education system in economically vulnerable states like 
Zimbabwe, the first concerns that are raised revolve around the likely costs of the changes 
envisaged. The shifts in the teacher education programme that arise from the proposals in 
this study come with no financial cost implications to the system. The important 
developments should involve a change of the educators’ mindsets. It also suggests changes 
in the manner in which information and knowledge are handled, and the purposes for which 
they are transacted. Indeed, the very same knowledge can be used to disempower and 
develop feelings of helplessness in a student if presented in one way, and be extremely 
powerful in enriching the critical perspective of students in their lived experiences and 
empower them to seek equality, justice and social recognition if handled differently. Even 
the examination systems may not need to be overhauled. But their purpose and the 
emphasis they are accorded can be drastically changed so that they do not remain the 
primary and central focus of all teaching and learning. This involves a change of attitudes and 
a shift in the function of such examinations, and it is virtually cost-free. 
 
The findings of the study are likely to prompt other researchers to take up the leads 
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unearthed herein and study them further in similar situations (teacher education) and in 
other contexts where the development of criticality may be desirable.  
 
1.3 POSITIONING MYSELF AS A RESEARCHER 
A brief account of my experiences in Zimbabwean education may help to throw light on my 
interest with the research issues in this study, particularly with the perceived lack of critical 
thinking in the teaching and learning processes. 
 
I have had substantial acquaintance with Zimbabwe’s teacher education system. Being a 
product of this system myself, qualifying as a secondary school teacher in 1982, I taught in 
schools for 12 years (1983 to 1993) and then worked as a lecturer in a teacher education 
college for eleven years (1994 to 2005). I continue to the time of this study to be involved in 
teacher education in a Zimbabwean university. 
 
In my experience as a teacher and teacher educator, I have learnt that examinations have 
an overwhelming effect on both what is taught and learned, and how teaching and learning 
occur. The same is argued by Hummel and Huitt (1995) who succinctly express this effect as: 
“What you measure is what you get” (p. 25). In this view, it is wishful thinking to expect 
students to develop complex skills, like critical thinking skills, when these skills are not 
included in some specific form in the assessment procedures of the learning programme. 
Most of the school and teacher education examinations emphasise information recall from 
the students. Very little, if any, critical thinking is required to pass in the examinations. This 
means that students can easily excel by committing given facts and pieces of information to 
memory, to reproduce them in examinations. I have noted in my practice in schools and 
colleges that whatever falls outside the scope of student assessment specifications on a 
course is neither taught nor learned. Students carefully study the pattern of assessment, 
sometimes by analysing past examination question papers, at other times by scrutinising 
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their teacher/lecturer’s areas of teaching emphasis in order to decide what to learn seriously 
and what to ignore. Educators too, school teachers and college lecturers alike, systematically 
omit from their teaching programmes anything that does not count towards their students’ 
examination success. They regard, and understandably so, such activities and the learning 
of content and skills in this category as unnecessary and unrewarding extravagance, a waste 
of students’ valuable time.  
 
Now if critical thinking falls in this category, especially in a factual examination-dominated 
curriculum, it is classified among the non-examinable and so it automatically suffers the fate 
of being considered unworthy of consideration in the teaching/learning process. Such a 
classification and the consequent neglect of teaching critical thinking skills may be a result 
of ignorance, or at best, a misunderstanding of the true nature and value of such skills to life 
and to the learning process. 
 
From my experience in the teacher education system, many teacher educators would not 
have been exposed to formal critical thinking themselves. The very first time I learned about 
critical thinking myself was not at primary school, or at secondary school. It was not even in 
my teacher education lectures, where all attention was on equipping us as student teachers 
with some teaching techniques that were specifically targeted at the skills of transmitting 
content to pupils as effectively as possible. The express aim was to maximise students’ 
retention of the material taught for the sole purpose of examinations. No lecturer ever 
mentioned the existence, let alone the value of, critical thinking for teaching and learning to 
me. Critical thinking was not mentioned even when I attended classes for my first degree. 
Emphasis there was more or less on sharpening the very same skills that the teacher 
education college had covered. The first time that I learned about critical thinking was during 
my second degree, a Master’s degree programme, where the subject was touched on briefly, 
almost cursorily, as part of a course on Philosophy for Children. The express aim of the 
course was to make us as educators appreciate the need to allow young children in school 
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to learn to think philosophically by exposing them to stories that contained issues that lent 
themselves to analysis. The discussions that would arise in the lessons were supposed to 
encourage some semblance of critical thinking in the pupils. I immediately developed a keen 
interest in this field, and it was more from my subsequent personal reading that I came to 
appreciate the real nature and value of critical thinking. I wonder how many teachers and 
lecturers out there are practising today without any knowledge of critical thinking and 
critical pedagogy. 
 
From my personal experience, the teacher education process has strong tendencies towards 
the moulding of teachers who are largely uncritical. Theories of learning and child 
development in Educational Psychology, various conceptions of the nature and organisation 
of society in Sociology of Education, as well as the philosophical ideas of education from 
Philosophy are presented in college lectures as universal categories that have worked 
elsewhere and so must work in the Zimbabwean school system, and indeed, anywhere else 
in the world. They are not questioned, interrogated or meaningfully critiqued. The contexts 
in which these theories and ideas were initially developed are not considered to be material 
to their implementation in Zimbabwean classrooms. Consequently, the real purpose behind 
these theories and concepts is not investigated or problematized. Moreover, the selection 
of the theories that are taught is never questioned. Questions like: Who selects the theories? 
Whose interests do they serve? Which theories/concepts are left out and why? – clearly 
benchmark questions in Critical Theory, are left unexamined. 
 
In my practice, topics like intelligence (and IQ tests), delinquency, discipline and punishment, 
family socio-economic status and its influence on the differential performance of students, 
among others, are presented as neutral, value-free and virtually non-controversial 
discourses. The main student activity in the lecture rooms most of the time is note-taking, 
representing the accurate recording of the information presented by the lecturer to students 
for later reproduction in the assignments and examinations that the students are asked to 
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write. The students that are regarded as distinctive are those that most faithfully regurgitate 
the information passed on to them during lectures. This resonates perfectly with the 
‘Banking Concept’ of education that is strongly criticised by Paulo Freire (1972). In Freire’s 
indictment, such education wrongly regards the student as a container that the educator 
must fill with knowledge. This he views as the preferred, indeed the revered, mode of 
education in an oppressive system where the central purpose of education is the 
development of a citizenry that unquestioningly supports and defends the status quo, even 
when that status quo directly and indirectly marginalises them. Such a system of education 
effectively prevents any uprising or possible revolution against the oppression since, as 
Freire argues, it presents reality to the students as fixed, unchanging and permanent. The 
students are therefore made to fatalistically accept their lot in life as unchangeable, and the 
position of the privileged classes around them as divinely ordained, natural and unalterable. 
 
The connection between this discourse and colonial systems of government is easy to trace. 
Colonial structures crafted an educational system that ensured that the differences in 
society were accepted without question. The privileged colonial capitalist ‘masters’ had a 
clear agenda to entrench their domination, while ensuring that the colonised communities 
received an education that was so basic that it merely made them usable to the colonial 
system. It equally guaranteed that the ‘educated’ African blacks did not threaten the colonial 
establishment or any of the many colonial privileges. In my analysis, that is why the 
education was strictly information-based and why it used transmission methods that did not 
tolerate criticism or brood any questioning. The voices of the students were systematically 
silenced, issues of social justice were deliberately left out of the picture, and the 
marginalisation of indigenous persons, their language, their culture and their knowledge was 
portrayed as justified and beneficial to the well-being of the society. The relationship 
between the knowledge imparted and the power blocs in the colonial state were never 
analysed or brought out into open discourse. The information presented, including the 
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historical narratives were projected as so factual and true that they required no 
interrogation. 
 
While it can be argued that this system of education during the colonial period was a 
necessary arrangement for the survival of the dispensation then, I find it very intriguing and 
curious that the same educational order has largely continued to exist in many of its forms 
and purposes long after the end of the colonial era. Several questions come to mind. Could 
it be that the government in independent Zimbabwe has found the colonial education 
practices, such as the teacher-centred transmission teaching methods and the factual 
written examination system, equally useful to its own purposes? Would the ends of the two 
political systems have any similarities or commonalities? If so, what are these? Or could it 
be a case of institutionalised discourses simply refusing to change, resisting disruption? 
More critically, just whose interests is the education system serving? 
 
These questions are at the base of this inquiry. The study analyses the conservative 
knowledge-based teacher education system through the lenses of Critical Theory with the 
hope to understand the levels of criticality and critical thinking that are currently in place in 
the teacher education processes (or conversely, the relative absence of these). Along with 
teacher educators in the selected colleges, attempts were made to find effective ways of 
developing critical thinking skills and attitudes of criticality in the teacher education 
programme in three crucial operational areas. These areas included, but were not 
necessarily restricted to:  
(i) the teaching/learning processes as reflected in the methods used and lecture 
activities engaged in; 
(ii) the roles of the lecturer and the student teacher and the nature of the tasks 
assigned to student teachers during the teacher education programme; and,  
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(iii) the nature of the final examinations that evaluate the student teachers’ 
development at the end of the programme. Of concern were the levels of 
criticality and critical thinking that were required by the examinations. 
In line with Critical Research, the dialogue and interaction with research participants was 
expected to result in change in the teacher education processes in the target institutions or 
at least expose new insights into the possibilities that education can bring to the analysis of 
social conditions of injustice and inequality. Both the researcher and the participants jointly 
interrogated ways of promoting criticality in the programme, and the ways suggested in the 
study arose out of the perceived benefits of such an approach, benefits that were jointly 
constructed during the process of the research. 
 
1.4  STATEMENT OF THE PROBLEM 
The level of criticality among teachers in Zimbabwe is a central concern in this study. The 
knowledge transmission methods used in teacher education practice seem to preclude 
opportunities of interrogating both the knowledge so acquired and the social realities in the 
outside world. According to Petersen (2004), in the transmission mode of teaching: 
… knowledge is seen as an established, objective, authoritative 
body of facts outside the learner’s experiences or personal 
preferences, and the role of the educator is to transmit this 
knowledge, along with accompanying academic skills and 
attitudes, to the learner’s mind. (p. 47)  
This method makes student teachers accept the social conditions around them as natural, 
necessary, inevitable and/or unchangeable. They in turn pass on these same perceptions to 
their own students in schools later, and use the same transmission models of teaching that 
they went through when eventually they go on to teach in the schools. The result is a society 
that has hardly learnt to think for itself, to shape and reshape, create and recreate the social 
conditions around them, and to develop their own voices to compete with the dominant 
voices that they are incessantly taught to listen to without questioning. In the words of Freire 
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(2005), “The more students work at storing the deposits entrusted to them, the less they 
develop the critical consciousness which would result from their intervention in the world 
as transformers of that world” (p. 75). This implies that education as transmission, which 
Freire terms the banking concept of education, tends to deprive the learners of the 
opportunity to develop criticality, by teaching them to be docile people who accept the 
reality around them as permanent and unchangeable. Such attitudes appear to be clearly 
evident in the Zimbabwean population, which, upon facing enormous economic and political 
challenges since the turn of the millennium, opted to emigrate in millions to other countries, 
literally running away from the nation’s problems instead of actively seeking solutions to 
them. This has prompted me to be curious to find out the level of criticality existing in the 
education system, but particularly in the teacher education sector, by studying in close detail 
two selected teacher education colleges in the country. 
 
1.5  RESEARCH QUESTIONS 
1.5.1 Main Research Question 
What is the state of criticality in the Zimbabwe teacher education colleges and how can it be 
improved? 
 
1.5.2 Sub-research Questions 
1.5.2.1 What is the relevance of the concepts critical thinking and critical pedagogy to the 
development of criticality in teacher education? 
1.5.2.2 What are the lecturers’ perceptions of the levels of criticality in teacher education? 
1.5.2.3 How does the nature of syllabi and examinations in the teacher education 
programme support the nurturing of criticality in student teachers? 
1.5.2.4 How can criticality be effectively developed among student teachers? 
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1.6 RESEARCH OBJECTIVES 
The following are the main objectives that the study will try to achieve:  
1.6.1 to unpack the concepts of critical thinking and critical pedagogy and analyse their 
relevance to the development of criticality in teacher education; 
1.6.2 to explore the perceptions of lecturers on the levels of development of criticality in 
the teacher education programme; 
1.6.3 to establish the current levels of critical demands that are reflected in teacher 
education syllabi and examinations; and,  
1.6.4 to find ways that can be used to promote criticality in student teachers in the teacher 
education programme. 
 
1.7 DELIMITATIONS  
The major concern of the study was the level of criticality in teacher education. The concepts 
of critical thinking and critical pedagogy formed the bedrock of this research. I explored the 
possibilities of combining principles of critical thinking and the methods of critical pedagogy 
to develop criticality among teacher educators for the benefit of student teachers in the 
teachers’ colleges concerned.  This occasioned the need to unpack the concepts critical 
thinking and critical pedagogy, and an exploration of the relative benefits that the inclusion 
of these in teacher education could bring to the education system and to the society in 
general. 
 
In the study, the bulk of the data that informed the findings were generated in focus group 
discussions with teacher educators in the respective colleges. I deliberately limited my data 
generation to this group of people because I was convinced that they would provide a rich 
array of information to help me determine the levels of criticality in their practice. Student 
teachers were not included in the data generation process as I thought they could be the 
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focus of a different study. The study was restricted to two teacher education colleges in 
Zimbabwe. For a qualitative study, the use of two cases was deemed to be adequate for the 
purpose of reaching useful findings on the issue at hand. The aim was not to reach broad 
generalizations, but to arrive at a deep understanding of the situation existing at each 
college. The study was conducted between 2013 and 2015. 
 
1.8 PRELIMINARY ANALYSIS OF KEY CONCEPTS 
In this section, I offer a preliminary overview of the meanings of some key terms that will 
form the conceptual bedrock of the study. These terms will continue to be unpacked in the 
study. 
 
1.8.1 Critical thinking 
According to proponents of Critical Thinking, human beings naturally think. Maclure & 
Davies (1991) state that:  
Homo sapiens can think without being formally taught to 
think. Thinking is like breathing, a normal activity for every 
normal human being. Ordinary life depends on the ability to 
think. (p. ix) 
 
However, that process refers to simple thinking, which may denote basic thinking processes 
and skills. It may not account for the complex thinking and advanced thought procedures 
that may be called for at different points in life. Costa (2001), while conceding that ordinary 
thinking comes naturally to human beings, points out that very often it is also easily taken 
for granted. He therefore suggests that effective and skilful thinking can and should be 
taught. In his view, the teaching of thinking skills enables thought processes to be “…more 
broadly applied, more spontaneously generated, more precisely focused, more intricately 
complex, more metaphorically abstract, and more insightfully divergent” (Costa, 2001, p. 
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xvi).  This suggests that the teaching of critical thinking can greatly improve the quality of 
the thinking process.  
 
Critical thinking has been defined by Lipman as “…thinking that is self-corrective, sensitive 
to context and relies upon criteria for the formulation of judgements” (Maclure & Davies, 
1991, p. 113). In the same vein, Swartz et al. in McGregor (2007) say “good critical thinking 
scrutinizes ideas with an open mind and considers the positive and negative aspects of 
propositions before making judgements” (p. 195) .  
 
These definitions of critical thinking point to improved thinking through training and 
practice, and may also denote higher order or complex thinking. Such thinking contributes 
to a better life through the abilities to reach better judgements and decisions in the normal 
course of life. However, it is criticized for remaining very individualistic, concentrating as it 
does on each person’s thinking and standards of evaluating and using information. To critics, 
such thinking falls short of connecting individuals to contemplate social and systemic issues 
and problems in their interconnected lives. This is where Critical Theory comes in. 
 
1.8.2 Critical Theory 
Critical Theory originates from the ideas of Max Horkheimer and the Frankfurt School.  
Extending the work of Karl Marx, this school of thought shifts attention from the 
infrastructure, the Base, to the superstructure, the social structures and power relations 
that shape much of what happens in society. Critical Theory involves two central values 
which are criticism and reconstruction  According to Apple, Au & Gandin (2009), “Criticism 
refers to reflections on the system of constraints that are humanly produced – as in the 
distorting pressures that arise from social relations, such as the relationship between the 
capitalist and the worker” (p. 26). Such criticism necessarily calls for action. Through the 
process of reflection, people are enabled to view the situation or problem from their own 
19 
 
standpoint (not as defined for it by others). This new understanding naturally invokes action 
to change the situation. The dimension of criticism and its sequel, social action, are visibly 
missing in the critical thinking approach. At best, the possibility of action resulting from 
critical thinking is largely only implied. These differences between the concepts will come 
up again later. 
 
1.8.3 Critical Pedagogy 
Critical Pedagogy, arising as it does from the principles of Critical Theory, is primarily 
concerned with addressing the social conditions of people. Indeed, “the primary 
preoccupation of Critical Pedagogy is with social injustice and how to transform inequitable, 
undemocratic, or oppressive institutions and social relations” (T. S. Popkewitz & Fendler, 
1999, p. 46). Thus Critical Pedagogy involves educators in questioning much of the processes 
and belief systems that are engendered in education systems. As Burbules and Berk in 
Popkewitz & Fendler (1999) emphasise:  
 
It is an effort to work within educational institutions and other 
media to raise questions about inequalities of power, about 
the false myths of opportunity and merit for many students, 
and about the way belief systems become internalized to the 
point where individuals and groups abandon the very 
aspiration to question or change their lot in life. (p. 50) 
 
In Critical Pedagogy the critical person is not only skilled at identifying instances of social 
injustice but he/she is also willing to take steps to change them. It is in this regard that the 
Critical Pedagogy approach will be considered more appropriate to develop criticality in 
student teachers since it is able to foster both critical thinking and social criticism abilities. 
This leads us to the concept of criticality. 
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1.8.4 Criticality 
Criticality applies both to critical thinking and critical pedagogy. In each, it “…requires one to 
be moved to do something, whether that something be seeking reasons (critical thinking), or 
seeking social justice (critical pedagogy)” (T. S. Popkewitz & Fendler, 1999, p. 51). It enables 
the person to be both critical and to be self-critical. Thus it readily assumes a reflective 
character where the individual is able “to reflect on one’s own views and assumptions as 
themselves features of a particular cultural and historical formation” (T. S. Popkewitz & 
Fendler, 1999), and proceeds to question one’s own assumptions and beliefs. In this way, 
criticality draws from the strengths of both critical thinking and critical pedagogy. It will be 
the most central concern of this study and when I use the term, the intention is to refer to 
the aggregate skills that a critical educator can draw from both critical thinking and critical 
pedagogy. 
 
1.9 A SYNOPSIS OF LITERATURE REVIEW 
I used a number of literary sources to support and illuminate the study. Some sources helped 
me in establishing the meaning, nature and characteristics of critical thinking. (Facione, 
2007) and (Haskins, 2006) provide useful definitions and analyses of the nature and 
components of critical thinking. (Paul & Elder, 2006) and (Scriven & Paul, 2007) also explore 
the meaning of critical thinking and their ideas assisted me in analysing the reality and 
perceptions of critical thinking in the study.   
 
I also interrogated the value of critical thinking in society in general and in education in 
particular. (Sen, 2010), for example, defines critical thinking and discusses its standards, and 
benefits to individuals and communities. He also offers an insightful analysis of some of the 
barriers to critical thinking. Carr (1990) argues for the need to teach critical thinking to 
student teachers when he says:  
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To improve student performance on critical thinking tests, 
schools of education must improve teacher training. … They 
must integrate critical thinking skills into all aspects of teacher 
preparation and train future teachers to be models of effective 
thinking strategies. (Carr, 1990, p. 6) 
 
Jackson & Newberry (2011) explore the usefulness of teaching critical thinking in 
universities. They argue that “in a survey of faculty at 38 public and 28 private universities, 
nearly 90% of respondents claimed that critical thinking constituted a primary objective of 
their teaching. Yet, only a (very) small minority (9%) clearly taught critical thinking skills on 
any given day” (Jackson & Newberry, 2011, p. 3). This shows that while critical thinking is 
often appreciated, it is seldom directly taught. 
 
Many countries in the world across the economic divide have adopted the teaching of critical 
thinking skills in their school and university curricula. The United States of America (USA) is 
one of the most publicized in this regard. In 1983, after questions were raised on why the 
Russians had launched a space shuttle (the Sputnik) before the USA, a national document 
entitled A Nation at Risk was published by the National Commission on Excellence in 
Education. The report was extremely critical of the American education system with findings 
that most 17-year old Americans did not possess ‘higher order’ thinking skills (Costa, 2001). 
From then on, programs designed to teach critical thinking in schools and colleges were 
rolled out and substantial funding was channelled in this project. 
 
In South Africa, the Apartheid system thrived on a school system that was entrenched in rote 
learning pedagogy where “students are seen as sponges, absorbing the standardized 
‘knowledge’ dispensed by teachers” (Gamache in Blignaut, 2013, p. 5). However, after 
Apartheid, the South African education system has made some notable strides in trying to 
redress the absence of a critical and reflective approach to learning. With the introduction 
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of Curriculum 2005 supported by the Outcome-based Education (OBE) philosophy, sturdy 
injections of critical thinking elements have been made, at least in the policy frameworks. 
Normally it takes long for new policy frameworks to find substantive implementation on the 
ground, but the intention and effort is commendable and constitutes a promising starting 
point. Current trends in universities, where “… a problem-based approach in teacher 
education programmes” (Blignaut, 2013) has been introduced and teaching and learning are 
founded on a combination of critical theory, action research and problem-based 
approaches, is also a welcome move.  
 
These efforts and valid concerns that are changing the education practices in other countries 
seem to be eluding the Zimbabwe education system. Current policies and practices are 
mainly concerned with basic issues like access to educational services, the financing of the 
education system, achievement of basic literacy skills (which Zimbabwe often prominently 
boasts about), and the struggle to supply adequate numbers of qualified teachers and basic 
resources for the students. Questions regarding the modes of learning that are used, and 
even less, the question whether students are receiving any useful skills that will help them 
to deal with the large volumes of information in the modern global environment are not part 
of the repertoire of policymakers’ inquiry on the Zimbabwe education scene. This is part of 
the reason for this study. The study examines if small windows of criticality can be opened 
in the teacher education field, and hopefully this will in turn help to spread similar practices 
in criticality to the general school system when these student teachers start teaching. 
 
A number of studies on the levels of critical thinking existing in teacher education 
programmes both in Africa and elsewhere were consulted. Ijaiya, Alabi & Fasasi (2011) 
analyse the place of critical thinking skills in teacher education and conclude that such skills 
are imperative if education in Africa is to contribute to the continent’s sustainable 
development. Such sources were used to clarify and illuminate the study. It was noted that 
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no study has analysed the current state of the teaching of criticality in Zimbabwean teacher 
education institutions, which this study aims to do. 
 
1.10 RESEARCH METHODOLOGY 
A detailed discussion of the methodology used in this study is the concern of Chapter 4. 
However, a brief overview of the methodological choices underpinning the study are 
provided here. 
 
1.10.1 Research Paradigm 
It is only appropriate that a study into criticality in a teacher education programme should 
itself be in the critical mould of research. This study adopted critical social research as the 
research paradigm that informed the purposes, procedures and direction of the research. 
Critical social research methods enabled me to constantly ask the deep questions about all 
aspects of the research including the issues to be studied, the aims to be achieved, the 
methods to be employed and the framing of the findings. Questions like ‘Whose interests 
are being served?’ or ‘What power relationships are at play?’ had to be asked regularly and 
honest answers to them needed to be found. In the words of (Merriam, 2009):  
 
Indeed, power dynamics are at the heart of critical research. 
Questions are asked about who has power, how it is 
negotiated, what structures in society reinforce the current 
distribution of power and so on. (p. 35) 
 
In this study, questions of how the teacher education processes serve to reinforce the 
existing power structures and to maintain established power relations were asked. One 
assumption was that, by not questioning the state of social relations and processes in 
society, people often directly reinforce these, even where sometimes this is done 
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unconsciously. This view is supported by the theory of Epistemologies of Ignorance proposed 
by, among others, Malewski and Jaramillo (2011).  
 
There can only be one end to a critical social research study – change. This study therefore 
examined the current status in the teacher education system in order to initiate change. The 
change may not have amounted to any global or wide-ranging alterations to the entire 
teacher education process in the colleges in question. It was however, sufficient if some 
modest change occurred in the institutions concerned.  
 
1.10.2  Research Method 
The study was a qualitative inquiry. It took the form of applied research. Merriam (2009) 
distinguishes applied research from basic research by pointing out that the latter is 
preoccupied with intellectual concerns. It attempts to understand phenomena and interpret 
what these mean for the participants. On the contrary, applied research is not satisfied with 
merely getting to know the reality in the field of study. It “…is undertaken to improve the 
quality of practice of a particular discipline” (p. 3).  In this study, I was interested in more 
than understanding the teacher education practices in question. The main concern was to 
understand what is deformed in these practices with a view to improving them, or at least 
kindling participants’ awareness of the problematic areas that exist so that they see the need 
to be part of the change that is necessary. The qualitative research methods enabled 
participants to contribute to the data generation process within their natural settings.  
 
1.10.3  Research Design 
The nature of the problem under study made it ideal to interact with participants in their 
natural surroundings. For this purpose, the study was a multi-site case study, allowing two 
institutions to participate. The teaching processes and the methodologies used in the 
teaching/learning environments provided the required information on the students’ 
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experiences and the lecturers’ purposes and justifications for their choice of models of 
teaching. Each institution was treated as a separate case, and comparisons were only made 
after each case was thoroughly examined to portray its uniqueness and after its individual 
needs had been identified. 
 
1.10.4  Data Generation Methods 
The methods that were used include focus group discussions, document analysis and 
observation. Focus group discussions were used with six (6) and seven (7) teacher educators 
per institution respectively. The participants were expected to provide wide ranging and 
detailed information against a focus group discussion guide.  
 
Document analysis involved the examination of syllabi and summative assessment question 
papers to determine the demands for critical reflection in them. The results of the analysis 
complemented the discussion points in the focus group sessions.  
 
The use of more than one instrument was expected to counter the possibilities and likely 
effects of researcher bias especially in processes that personally involved the researcher like 
the focus group discussions. 
 
1.10.5  Data Analysis Plan 
Document analysis helped the researcher to examine the critical thinking windows reflected 
in the teacher training programme coursework assignment questions/topics, in the 
examination questions and their expected answers and in the schemes of work used by the 
lecturers. Specific criticality-friendly traits and practices as well as the possible presence of 
characteristics and practices that may directly or indirectly discourage the cultivation of 
attributes of criticality were noted. 
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I analysed the data generated in the study progressively as the research went on. Merriam 
(2009) suggests that “the preferred way to analyse data in a qualitative study is to do it 
simultaneously with data collection” (p. 171). This had the effect of allowing the research 
direction and focus to evolve as data was collected. The themes and categories that emerged 
from the data that was collected first informed the subsequent forms and types of data that 
needed to be collected to answer the research questions and the emerging concerns 
adequately. Constant comparisons between the data collected and the literature reviewed 
assisted in focusing the data analysis and making the analysis critical. 
 
The overriding interest of the findings was, however, not the analysis of the emerging data. 
Instead, the main interest of the research was the change that was either achieved or set in 
motion, mostly modest changes that began to bring criticality into the teaching/learning 
spaces and started to open avenues to the search for social justice both in the teacher 
education environment and in society. Meanings and courses of action adopted in the study 
were negotiated with the participants so that they became shared constructions to achieve 
genuine criticality. 
 
1.10.6   Research Participants 
The participating institutions and persons were purposively sampled. I worked with two 
particular teacher education institutions. Specific details of the categories and number of 
participants in the study are the subject of a later chapter. 
 
The depth of the findings was more important to me than their breadth. The preponderance 
was on the quality of the information gathered rather than on the numbers of subjects 
consulted. Thick description was used to get to the depth of participants’ perceptions and 
views. 
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1.11 ETHICAL CONSIDERATIONS 
All efforts were made to ensure that the research processes adopted met high research 
ethical standards, especially regarding participants’ consent, confidentiality of the data 
collected and used in the study, the anonymity of participants and participating institutions, 
as well as the protection of participants from any direct or indirect physical, emotional or 
psychological harm arising from proceedings of the research process. Participants were 
urged to provide honest and truthful data at the beginning of each data generation session. 
It was also made very clear to participants that their participation was entirely voluntary and 
they could withdraw at any time without any fear of retribution or compromise. All efforts 
were made to maintain full respect for the participants who were treated as subjects at all 
times, with full recognition of their human dignity. 
 
1.12 TRUSTWORTHINESS OF THE RESEARCH 
As a qualitative endeavour, concern was directed at achieving credibility, consistency and 
trustworthiness in the data collection and data analysis processes. For credibility purposes, 
I streamlined the data collection instruments and procedures and adapted them during the 
research process to respond to the emerging themes and categories. This enabled me to 
exclude those procedures and items in instruments that turned out to be unnecessary or 
redundant, and to include new ones that became progressively relevant and important. 
 
Ensuring and establishing the trustworthiness of the data collected was crucial. I made all 
effort to ensure that participants willingly took part in the study and that they provided 
information that was congruent with realities on the ground. This ensured that the 
conclusions I reached from the data were both dependable and trustworthy. 
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All the methodological considerations described above were progressively adapted and fine-
tuned to suit the research paradigm that required me to be constantly critical about all 
aspects of the study both before and during the research process. 
 
1.13 THEORETICAL FRAMEWORK 
1.13.1   Cultural hegemony and the epistemologies of ignorance 
Before I turn to the research design, I see it fit to outline the theoretical underpinnings of 
this study. After doing some extensive reading, I came to the conclusion that Antonio 
Gramsci’s (1992) cultural hegemony theory and Malewski and Jaramillo’s (2011) 
epistemologies of ignorance could provide the most suitable twin lenses with which to 
analyse criticality in the teacher education system in Zimbabwe. The proposed development 
of criticality in teacher education is, in effect, a counter-hegemonic process, as the rest of 
the study shows. This section explores the meaning of hegemony and the possible 
contribution of counter hegemony alongside critical pedagogy to understand and work to 
disrupt the systems of inequality, injustice and marginalisation. That development of 
criticality also assumes very low levels of critical thinking and the dearth of critical pedagogy 
in the teacher education system. Such a situation can be illuminated by analysing it through 
the principles of epistemologies of ignorance. The lack of critical thinking in the education 
processes could be interpreted under this theory as a deliberate absence, created by a 
system for its own self-preservation and enlisting the support of the groups so deprived of 
the skills to perpetuate the people’s ignorance of the fact that they do not have such skills 
or that they need them. The epistemology of ignorance is discussed later in this chapter. 
 
1.13.2 Cultural hegemony 
 1.13.2.1  The meaning of cultural hegemony 
The theory of cultural hegemony, originated by Antonio Gramsci, resonates well with the 
interests of this study which seeks to enhance the development of critical attitudes in 
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teacher education. An appreciation of the theory is necessary to enable us to grasp its 
relevance to the study. 
 
The starting point of cultural hegemony is the realisation of the differential power relations 
between groups in society, differences that are often taken for granted since they are 
portrayed as normal or natural. Gramsci (1992) says hegemony refers to a process of social 
control that is carried out through the moral and intellectual leadership of a dominant socio-
cultural class over subordinate groups. Echoing similar sentiments, Darder, Baltodano & 
Torres (2009) emphasise the absence of force in the exercise of domination under 
hegemony. They define hegemony as: 
… the maintenance of domination not by the sheer exercise of 
force, but primarily through consensual social practices, social 
form, and social structures produced in specific sites such as 
the church, the state, the school, the mass media, the political 
system, and the family. (p. 67) 
 
It is fascinating to note that the dominant group achieves its intentions through a struggle, 
a very quiet and non-violent struggle, in which their object pupulation not only ‘agree’ to be 
dominated, but even go on to assist and facilitate that process. They become unconscious 
accomplices in their own oppression, making the work of the dominant group a lot easier to 
accomplish. 
 
Just how is domination effected? Darder et al. (2009) explain the most common tactics and 
techniques that are used when they suggest that: 
The dominant class secures hegemony – the consent of the 
dominated – by supplying the symbols, representations, and 
practices of social life in such a way that the basis of social 
authority and the unequal relations of power and privilege 
remain hidden. By perpetrating the myth of individual 
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achievement and entrepreneurship in the media, the schools, 
the church and the family, for instance, dominant culture 
ensures that subordinated groups who fail at school or who 
don’t make it into the world of the ‘rich and famous’ will view 
such failure in terms of personal inadequacy or the ‘luck of the 
draw’. The oppressed blame themselves for school failure – a 
failure that can certainly be additionally attributed to the 
structuring effects of the economy and the class-based 
division of labour. (p. 67) 
In addition, the authors reiterate that: 
Hegemony refers to the moral and intellectual leadership of a 
dominant class over a subordinate class achieved not through 
coercion (i.e. threat of imprisonment or torture) or the wilful 
construction of rules and regulations (as in a dictatorship or 
fascist regime), but rather through the general winning of 
consent of the subordinate class to the authority of the 
dominant class. The dominant class need not impose force for 
the manufacture of hegemony since the subordinate class 
actively subscribes to many of the values and objectives of the 
dominant class without being aware of the source of those 
values or the interests which inform them. (Darder et al., 2009, 
p. 67) 
 
This vivid description is clearly evident in the education system where the myth of academic 
achievement is allowed only to very few, who then view themselves as meriting that success 
against a huge majority who fail to attain this ‘success’. This, as a result, gives that minority 
the right to assume dominant roles over their counterparts. The subordinate groups proceed 
through life without questioning the active role of the social system in facilitating, or more 
appropriately, impeding,  the achievement result, thereby accentuating the social 
differences between the groups, sometimes to levels of exaggeration. The rest of the 
individual’s life after school is coloured and directly determined by this school success or 
failure, irrespective of, and in spite of, the injustices of that school system. Such is hegemony. 
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Under hegemonic conditions, the disadvantaged groups are made to use the symbols and 
modes of representation deliberately created by the dominant class to misrepresent the 
true social realities and hide the real power wielded by such a class and to trivialise the 
powerlessness of the subordinate groups. In this way: 
The dominant culture tries to ‘fix’ the meanings of signs, 
symbols and representations to provide a ‘common’ 
worldview, disguising relations of power and privilege through 
the organs of mass media, state apparatus such as schools, 
government institutions, and state bureaucracies. (Darder et 
al., 2009, p. 68) 
Once again, schools and colleges feature as instruments of effecting hegemony. 
 
1.13.2.2  Cultural hegemony and critical pedagogy 
The entrenchment of hegemony through social institutions such as schools and colleges 
inevitably begs the possibility of finding some effective counter-hegemonic strategies from 
the education system itself. Darder et al. (2009) draw strong links between hegemony and 
critical pedagogy. In their view: 
Critical pedagogy incorporates this notion of hegemony in 
order to demystify the asymmetrical power relations and 
social arrangements that sustain the interests of the ruling 
class. This critical principle acknowledges the powerful 
connection that exists between politics, economics, culture 
and pedagogy. By making explicit hegemonic processes in the 
context of schooling, teachers are challenged to recognise 
their responsibility to critique and transform those classroom 
relationships that perpetuate the economic and cultural 
marginalisation of subordinate groups. (Darder et al., 2009, p. 
12) 
The authors in the citation above place the responsibility of exposing the hegemony that 
affects society squarely on the shoulders of educational practitioners. They are convinced 
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that the action to work towards diminishing and reversing structures and processes that 
engender the marginalisation of social groups should start with changes to classroom 
processes and interaction patterns. Darder et al. (2009) also recognise the important role of 
critical pedagogy in the effort to disrupt and dismantle hegemony. 
 
Raising sentiments of mixed hope and guarded caution, Darder et al. (2009) explain that: 
Critical pedagogy incorporates a theory of resistance in an 
effort to better explain the complex reasons why many 
students from subordinate groups consistently fail within the 
educational system. It begins with the assumption that all 
people have the capacity and ability to produce knowledge 
and to resist domination. However, how they choose to resist 
is clearly influenced and limited by the social and material 
conditions in which they have been forced to survive and the 
ideological formations that have been internalised in the 
process. (p. 12) 
While critical pedagogy embodies the capability to grow society’s resistance against the ills 
of hegemony, it may be crucial to recognise the systemic social and material limitations that 
hegemonic conditions impose on the subordinate groups. This requires critical pedagogy to 
institute deliberate and direct measures that can help marginalised people to visualise and 
fearlessly stand up for social justice, fairness and equality. 
 
The process is often not easy and straighforward. Hegemony has strong in-built tendencies 
to fight back and defend itself. This is clearly analysed in the statement below: 
… each time a radical form threatens the integrity of the status 
quo, generally this element is appropriated, stripped of its 
transformative intent, and reified into a palatable form. This 
process serves to preserve intact the existing power relations. 
Hence, understanding how hegemony functions in society 
provides critical educators with the basis for understanding 
not only how the seeds of domination are produced, but also 
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how they can be challenged and overcome through resistance, 
critique, and social action. (Darder et al., 2009, p. 12) 
Any emerging pockets of resistance to hegemony are swiftly and effectively neutralised in 
the dominant class’s repertoire of self-preservation tactics. These self-protection 
characteristics need to be understood if the operations of hegemony are to be challenged 
meaningfully. Critical pedagogy comes in handy in this endeavour to set up a viable 
opposition to existing social injustices and inequalities. Critical pedagogy also helps critical 
educators to understand how their forms of resistance can often be mitigated and 
neutralised by the dominant ideological group which is always careful to protect and defend 
itself. 
 
1.13.2.3  Hegemony and ideology 
Hegemony would not succeed if it was not assisted in its operations by ideology. Indeed, 
ideology is the handmaid of hegemony. Ideology is defined by McLaren in Darder et al. 
(2009) as: 
the production and representation of ideas, values, and beliefs 
and the manner in which they are expressed and lived out by 
both individuals and groups. Simply put, ideology refers to the 
production of sense and meaning. It can be described as a way 
of viewing the world, a complex (matrix) of ideas, various types 
of social practices, rituals, and representations that we tend to 
accept as natural and as common sense. … Customs, rituals, 
beliefs, and values often produce within individuals distorted 
conceptions of their place in the sociocultural order and 
thereby serve to reconcile them to that place and to disguise 
the inequitable relations of power and privilege. (p. 69) 
This leads one to ask the pertinent questions regarding the education system in Zimbabwe: 
Just how has meaning-making and sense-making about education and schooling been 
created and sustained in our society: (a) in the colonial times? and (b) in the post-colonial 
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era? Are there any significant differences? Why? or Why not? These are questions that beg 
answers that hopefully the research process was able to provide. 
 
An analysis of the formal education system reveals that a rich ideological regime 
characterises the hegemony in the system. The system’s selection and admission policies, 
appearing very neutral and impartial, the certification process, the often pompous 
graduation ceremonies, the bright and distinct academic regalia, and the other host of rituals 
and ceremonies associated with these, all serve to affirm the integrity of the educational 
processes and to attribute to them a value that is often far greater than their real worth. But 
that is all very necessary to justify the variation in privileges that are accorded the individuals 
after school. It firmly justifies the social inequalities. Such justification is assisted by a 
practice identified by Darder et al. (2009) as legitimation. They maintain that: 
Legitimation occurs when a system of domination is sustained 
by being represented as legitimate or as eminently just and 
worthy of respect. For example, by legitimising the school 
system as just and meritocratic, as giving everyone the same 
opportunity for success, the dominant culture hides the truth 
of the hidden curriculum – the fact that those whom schooling 
helps most are those who come from the most affluent 
families. (Darder et al., 2009, p. 70) 
It is legitimation under ideology that osfuscates and veils the highly unequal benefits that 
learners from different sections of society derive from the education system. As discussed 
in Chapter 3, those who come from the higher social strata benefit the most as they bring to 
school the relevant cultural capital that eases their academic success. The hidden 
curriculum, as its name suggests, effectively hides and disguises the uneven playing field, 
emphasising instead the open access of all and sundry to the same school system. 
 
Ideology also uses the process of dissimulation to further the interests of hegemony. 
According to Darder et al. (2009): 
35 
 
Dissimulation results when relations of domination are 
concealed, denied or obscured in various ways. For instance, 
the practice of institutional tracking in schools purports to help 
better meet the needs of groups of students with varying 
academic ability. However, describing tracking in this way 
helps to cloak its socially reproductive function: that of sorting 
students according to their social class location. (p. 70) 
In this manner, members of the subordinate classes are made to believe that the education 
system is on their side, trying to assist their disadvantaged children to succeed, when in fact 
the system is entrenching its patterns of disadvantage. 
 
Reification is another arm of ideology. Under reification, ideology makes people see things 
that are temporary and passing as permanent and everlasting realities. Darder et al. (2009) 
argue that: 
Reification occurs when transitory historical states of affairs 
are presented as permanent, natural and commonsensical – as 
if they exist outside time. … (For instance, with the Great Books 
programme) literacy becomes a weapon that can be used 
against those groups who are ‘culturally illiterate,’ whose 
social class, race, or gender renders their own experiences and 
stories as too unimportant to be worthy of investigation. That 
is, as a pedagogical tool, a stress on the great books often 
deflects attention away from the personal experiences of 
students and the political nature of everyday life. Teaching the 
great books is also a way of inculcating certain values and sets 
of behaviours in social groups, thereby solidifying the existing 
social hierarchy. (p. 70) 
In this way, the body of knowledge that makes up the school or college curriculum is 
portrayed as permanent and universally valid. It is only changed through a carefully 
controlled review process on very rare occasions in a process that is highly formalised. Even 
then, any change made is invariably very negligible in scope, leaving the bulk of the content 
intact. This is clear reification of knowledge. 
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Critical pedagogy is useful in helping people question all these distortions of social reality 
caused by the unison between hegemony and ideology. Darder et al. (2009) clearly point out 
that: 
If we all can agree that as individuals, we inherit a pre-existing 
sign community, and acknowledge that all ideas, values, and 
meanings have social roots and perform social functions, then 
understanding ideology becomes a matter of investigating 
which concepts, values, and meanings obscure our 
understanding of the social world and our place within the 
networks of power/knowledge relations, and which concepts, 
values, and meanings clarify such an understanding. In other 
words, why do certain ideological formations cause us to 
misrecognise our complicity in establishing or maintaining 
asymmetrical relations of power and privilege within the 
socio-cultural order? (pp. 70-71) 
The authors are equally concerned at the failure by society in general, and educators in 
particular, to question many of the educational practices that are used regularly and are 
accepted as natural to education. Such practices as the use of ability grouping, the 
assessment done through public examinations with its attendant grading of learner 
performance, and the employment of crude and sometimes controversial methods of 
behaviour control, among others, are inexplicably regarded as natural, normal and 
acceptable. These issues need to be seriously interrogated as they are key instruments used 
to distribute power and privilege in society and to maintain highly hegemonic conditions, 
severely marginalising large sections of society. 
 
1.13.3  The epistemologies of ignorance  
Whenever education, teaching and learning are discussed, the focus of deliberation tends to 
be on issues of knowledge and how it is acquired. Little attention, if any, is paid to the reality 
of its counterpart, ignorance, and the importance of understanding the ways in which 
ignorance can influence both life and learning. The recognition that ignorance may not just 
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be a passive state that exists before someone learns something, but may be the active 
creation that is distributed to certain groups in society by others is often far from the 
discourses on education. In this section, I explore the reality and dynamics of ignorance, and 
I make attempts to show why a clear appreciation of this phenomenon can help to improve 
education processes at all levels, including in teacher education. 
 
The view that there are substantial amounts of ignorance that coexist alongside the 
knowledge culture in educational institutions and in society in general, is suggested by Apple 
(2004b) in Chapter 3, where he indicates that some knowledge is made available to students 
while some other knowledge is kept away (p. 6). Tuana in Malewski and Jaramillo (2011) 
argues that “ignorance is frequently and actively preserved, and is linked to issues of 
cognitive authority, doubt, trust, silencing and uncertainty” (p. 5). Keeping certain people 
from important knowledge gives those who have that knowledge significant levels of 
authority and leverage over the former. The lack of confidence engendered in the 
‘unknowing’ population, and its concomitant uncertainty drive them into silence, and these 
attributes make them highly vulnerable and most amenable to domination by other groups. 
In that regard:  
The epistemology of ignorance (becomes) an examination of 
the complex phenomena of ignorance, which has as its aim 
identifying different forms of ignorance, examining how they 
are produced and sustained, and what role they play in 
knowledge practices.  (Sullivan & Tuana, 2007, p. 1) 
The ideas and educational analyses that arise from an epistemology of ignorance are useful 
because they help to explore the manner in which the knowledge that is taught in 
educational institutions prevents other forms of knowledge from being included. In this way, 
ignorance regarding the excluded knowledge becomes a deliberate creation that is 
systematically cultivated and sustained (Malewski & Jaramillo, 2011, p. 284). Under 
epistemology of ignorance, different groups, e.g. an older generation or a dominant 
privileged group, often select what they pass on to the younger generation or the 
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subordinate groups, and this process practically “masks or obscures other forms of 
knowledge” (Malewski & Jaramillo, 2011, p. 285). In the same vein, Stockly (2011) highlights 
the way epistemology of ignorance can practically wipe out certain kinds of knowledge, 
while promoting the knowledge that it favours. In his view, the epistemology of ignorance 
reveals just how: 
Ignorance serves to marginalise types of knowledge and erase 
or simply make invisible what was once and has always been 
available. The activity of making certain knowledge invisible 
contributes to the oppression of one class by those in power.        
(Stockly, 2011, p. 1) 
Schools and teacher education institutions are clearly among such systems through which 
older generations impart their store of knowledge and skills to the younger members of 
society. As such, Malewski and Jaramillo (2011) impute that “without question, our schools 
and social institutions actively produce ignorance” (p. 6). Indeed, on reflection, I have 
wondered whether it is possible that the current established socio-economic system in most 
parts of the world is so protective of itself that it uses education to exclude the real 
experiences of the students and to silence their voices in the teaching and learning 
processes, effectively in order to keep them from reflecting critically on their lived condition. 
It becomes relevant to ask ourselves which voices and life experiences are amplified in 
society and in education. The large billboards that litter the modern landscape on highways 
and streets incessantly shout messages that represent an undisclosed source, often 
industrial capital, addressed to an unsuspecting public that is persuaded to accept capital’s 
projected worldview. The mass media and its endless bright and glossy advertising does the 
same on television, in newspapers, sports stadia, and on public transport. All of these 
platforms give voice, a disproportionately loud voice, to the rich and the powerful who are 
the consumer drivers and the dominant industrial players. The unasked questions are: 
‘Whose voices are they drowning out? Who is being silenced? And why are they being 
silenced?’ 
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The reality of the world of the poor, the disadvantaged, and the marginalised is kept well 
out of the picture. Watching television, one can sometimes be forgiven for forgetting that 
the vast majority of the world’s population is poor and struggling to survive. None of that 
reality is portrayed. When the poor and the suffering are depicted, in brief, fleeting and often 
very light-hearted episodes either in a news item or on a documentary, the story that is told 
tends, paradoxically, to blame the victim. Ironically, such episodes always get a tiny fraction 
of the time allocated to the multiple repeat schedules of the bright and bold commercial 
advertisements. In the final analysis, that vast majority is effectively silenced and the 
silencing ensures that no one, not even the silenced themselves, question the legitimacy or 
the cause of their pitiful condition. 
 
Similarly, when schools and teacher education institutions do not give eminence to students’ 
own experiences in the education process, and they downplay the views of the students, 
preferring to let their own voices, ‘borrowed voices’ at that, and their own experiences 
dominate the learning space, they are complicit in the marginalisation and silencing of the 
student teachers. As a result, they systematically incapacitate and gag them from 
interrogating their lived world and their real felt experiences. The student teachers logically 
become perfect candidates in the downstream mission of silencing and marginalising 
modern youths in the schools where they go to work and establish their life-long careers. 
The cumulative effect is the perpetuated growth of ignorance among the disadvantaged 
groups. 
 
The dilemma that arises is that knowledge production in a way necessarily produces 
ignorance. This means it may be a pipedream to wish away ignorance and to attempt to 
work towards its total elimination. Hobart (1993) points out that: 
As systematic knowledge grows, so does the possibility of 
ignorance. Ignorance, however is not a simple antithesis of 
knowledge. It is (also) a state which peoples attribute to others 
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and is laden with moral judgement. So being (ignorant) often 
implies, if not actual iniquity, at least stupidity, failure and 
sloth. (p. 16) 
The attribution of ignorance by some people on others bears striking connections to the 
dominant-subordinate group relationships described earlier in this chapter. In both 
situations, the victim (the ignorant or the subordinate) is made to carry the blame for his/her 
condition. In the case of ignorance, the affected persons are viewed as lazy, stupid or just 
failures. This is so even when the knowledge in question is wilfully denied the victim. Under 
epistemology of ignorance, however, it remains crucial that ignorance is not only understood 
where it exists, but that it is also faced squarely and countered where possible by getting to 
explore its nature, its influence and its causes. Doing that requires a thorough appreciation 
of the manner in which ignorance is caused and distributed in society. According to Malewski 
and Jaramillo (2011), “if we are to employ epistemology of ignorance to enrich our 
understanding of curriculum and pedagogy, then central to any educational endeavour must 
be the examination of tactics and mechanisms by which not knowing is constructed and 
sustained” (p. 24). 
 
But ignorance is not always caused by one group on another. Indeed, there is a real sense in 
which such a view may be rather myopic. In some instances, some people can consciously 
embrace ignorance and shun knowledge. Thus “…ignorance might be forced upon one by 
certain relations of power that gain from our lack of knowledge, or by ourselves, when we 
believe that we gain from not knowing something” (Malewski & Jaramillo, 2011, p. 96). 
Critical Pedagogy takes interest in both forms, including saving the individual or group 
affected from any self-imposed ignorance. It invites the critical pedagogue to undertake to 
disrupt existing educational practices in order to expose their true nature and their real, but 
often hidden, intentions. This is akin to lifting the veil that is used to conceal the reality and 
the true purposes of ignorance among groups of people. Using epistemology of ignorance, 
as critical educators we are allowed to “…name and direct our attention to the gaps, 
omissions, and exclusions that our students and communities confront within dominant 
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institutional settings such as schools” (Malewski & Jaramillo, 2011, p. 5). This has the effect 
of lighting up torches that serve to illuminate the dark labyrinths of hidden and suppressed 
knowledges, the undeclared and often largely unexamined and uncritiqued trashing of local 
knowledge systems in favour of global, standardised and universalised epistemologies 
peddled by neo-liberal ventures for their own survival and continued domination. Stockly 
(2011) insists that “it is important to understand who is served and who suffers at the active 
cultivation of ignorance” (p. 1). A necessary first step is the ability to identify just what it is 
that has been omitted in our educational system, in our ways of knowing. For only by 
identifying the un-known and the excluded or hidden knowledges can people begin to see 
the extent and nature of their ignorance, which marks the beginning of dealing with such 
ignorance. In this sense, discovering ignorance must not paralyse the ignorant persons or 
groups. Instead, it must galvanise and invigorate them in the search for redress. As Malewski 
and Jaramillo (2011) warn: 
Ignorance … can be cited as a reason for inaction, and we need 
to recognise the possibility that certain approaches to 
admitting ignorance might aid the oppressor if we are to 
maintain critical practice grounded in and alongside of our 
recognition of what we do not know. (p. 96) 
The critical pedagogue must go beyond pointing at omitted and excluded knowledge. He/she 
should also recognise the fact that some knowledge availed to certain groups is not 
wholesome. Some of it may be diluted, while other forms may be incomplete, or altogether 
toxic such that the knowledge is rendered more harmful than useful to its recipients. In the 
words of Malewski and Jaramillo (2011), epistemology of ignorance “…invites more 
complicated conversations about contaminated knowledge, (about) complicity with 
knowledge production that oppresses in spite of our efforts towards empowerment” (p. 
288). It is important that the authors point this out because critical pedagogy can cunningly 
be roped in by dominant forces in society to further the dominant culture without realising 
it. Expressed more clearly, Malewski and Jaramillo (2011) say in Critical Pedagogy 
“…educational discourses (must be prevented from) participating, often unconsciously, in 
epistemicide, the production of violent knowledges of the other, that leads to the 
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manipulation and silencing of their own organic and indigenous modes of reasoning” (p. xvi). 
The warning in the citation above suggests that, in attempting to re-constitute and include 
the knowledge of the dominated groups, the temptation may be to dismantle the 
knowledges of the dominant sections of society. Often this turns out to be equally 
disadvantaging to those targeted, and such a process is rightly termed epistemicidal and 
violent as it seeks to destroy those ways of knowing that are prevalent in those classes. The 
idea is to uplift the disadvantaged without the need to demean the previously advantaged 
persons. In this view, the disadvantaged can be given a voice without silencing the others 
who have already had a voice. The personal experiences and the culture of the dominated 
can be valued and included in the curriculum without necessarily devaluing and excluding 
those of the erstwhile dominant classes. In effect, any discrimination in reverse is necessarily 
unjust and counterproductive. 
 
So what does epistemology of ignorance suggest? Critical Pedagogy believes the insights 
obtained from epistemology of ignorance can be useful in reconstituting the education 
system and wrestling its control from the dominant classes in order to restore dignity to the 
disadvantaged groups. Malewski and Jaramillo (2011), in their recommendations write: 
… we refuse to let politicians and business leaders frame 
teaching and learning for us. To ‘take back’ the curriculum and 
pedagogy demands we study not only what we know, what the 
other generation deems worthy enough to pass along to the 
younger generation, but also what we do not know, and what 
older and younger generations consider unworthy knowledge, 
if it is considered at all. That is, as soon as we engage 
curriculum and pedagogy critically, for what it hides as well as 
what it reveals, we have an opportunity to reconceptualise 
teaching and learning as well as schooling and education. (p. 
287) 
Such reconceptualization has the potential of coming up with an education system that is 
user-friendly for all. The idea may not be to get rid of all ignorance, since ignorance will 
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always be a constituent part of knowledge. Rather, understanding the ignorance that has so 
generously been strewn around, and that has been used to disadvantage certain groups, will 
be useful in all attempts to craft restitutive measures. What is more critical in epistemology 
of ignorance is not the ignorance itself, but the pernicious ways in which it has been used 
and its debilitating effects on the groups that possess it. In Malewski and Jaramillo (2011)’s 
view, the point “is not merely to reflect on where ignorance has transpired, but to change 
the damaging consequences of ignorance while also recognising ignorance as the very 
product of our efforts to know” (p. 11). 
 
Assuaging the negative effects of ignorance on certain groups of people entails constant 
reformulations of the learning process. Such reformulations are based on the realisation that 
the education field is a playground of several conflicting ideologies and discourses, all 
jockeying for overall control of what happens in it, and what nature and shape its outcomes 
take. In that case, Critical Pedagogy and the epistemology of ignorance need to be prepared 
to face challenges and resistance in the attempt to define and redefine the education 
system. This calls for a never-ending loop process that is always checking and rechecking the 
progress being made in redressing the harm already caused on disadvantaged groups, as 
well as fresh attempts to reinstate and remould the dominant groups’ control and 
maintenance of ignorance. As Malewski and Jaramillo (2011) suggest, an epistemology of 
ignorance “offers tactics for reading and intervening within curriculum and pedagogy as 
contested sites, multiple locations where meaning making over teaching and learning are 
made and remade” (p286). As a result, a new breed of student and citizen is formed, one 
who is not adept only at solving the prescribed problems presented by traditional school 
systems, problems that have their solutions ready-made. Such a new personality learns how 
to identify problems that have not been solved before, and find viable solutions to them. 
Indeed, such citizens may even learn to identify future problems before they even occur, 
and find solutions to prevent those problems from occurring in the first place. 
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As has been indicated in various places in this chapter, the creation of such persons, viewed 
from the perspective of both cultural hegemony and the epistemologies of ignorance, 
requires conditions that: (i) respect every student’s personal and group experiences; (ii) give 
that student a voice in the education process and in life in general; and, (iii) help to eliminate 
the marginalisation of any group within society. 
 
1.14 OUTLINE OF THE STUDY 
The first chapter has provided an orientation to the study. I have described the background 
of the study, the perceived contributions envisaged to arise from the study’s findings and a 
brief statement of the problem that underlies the research. The central research questions 
to be addressed have been stated.  
 
Chapter 2 is an analysis of the nature and uses of critical thinking. In it, I explore the origins 
and development of the Critical Thinking Movement and the contributions that critical 
thinking has made to education and society. The personal nature of the critical thinking 
process is emphasised. 
 
In Chapter 3, I turn to criticality. The nature and value of criticality, informed as it is by critical 
pedagogy, form the central focus of discussion in the chapter. Apart from describing the 
nature and development of criticality, I also offer a sustained comparison between criticality 
and critical thinking, an analysis of the relationship between the two and the possible 
complementarities that can characterise this relationship. 
 
I dedicate Chapter 4 to an in-depth discussion of the research methodology adopted in the 
study.  
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Chapters 5 and 6 are the two anchor sections of the research where the data from the two 
colleges of teacher education are presented and discussed. I dedicate a chapter to each of 
the two institutions in order to allow a thorough and rigorous analysis of the findings from 
the individual colleges. 
 
The focus of Chapter 7 is a synthesis of the findings made in the study on the development 
of criticality among both staff and students in the colleges studied. A comparison of the ways 
in which each college has advanced the cause for the development of criticality in its 
operations, and the challenges that have hampered the progress of such efforts can assist 
me to chart what can be done to help the colleges achieve critically-friendly environments 
for both the staff and students. 
Chapter 8 is a roundup of the study and it offers emerging conclusions and 
recommendations that can form the basis of informed practice in the teacher education 
institutions studied.  
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CHAPTER 2 
CRITICAL THINKING: THE PERSONAL APPROACH TO CLEAR THOUGHT 
 
2.1 INTRODUCTION 
The critical thinking movement took the world by storm in the last decade of the twentieth 
century. With widely documented origins in the United States of America (Scriven and Paul, 
1992; Lipman, 1995; Ennis, 1992), critical thinking has steadily gained prominence and 
momentum and it has spread across most continents, Europe and Asia notably, with calls to 
make ‘good thinking’ the basis of any worthwhile education system. My purpose in this 
chapter is to analyse the nature and basic claims of the critical thinking approach and to 
critically evaluate the value of the approach to human society in general and to African 
communities, especially in Zimbabwe, in particular. The approach’s potential to engineer 
and advance social change that brings social justice and equality will also be under scrutiny. 
 
2.2 THE MEANING OF CRITICAL THINKING 
Different people and organisations have proffered numerous definitions of critical thinking. 
While it is not possible to do justice to all of them, in this part, I will discuss a number of 
these definitions. The choice of which definitions to include and which ones to leave out has 
been a daunting task. I have, however, been guided by the need to select those definitions 
that shed light on my thesis which looks at the development of critical thinking in teacher 
education.  
 
Most definitions of critical thinking focus on the personal process of thinking and the 
attempt to make sense of the reality and experiences that we go through as individuals. 
Costa (2001) holds that critical thinking “…roughly means reasonable and reflective thinking 
focused on deciding what to believe or do” (p. 44). While the definition points to a welcome 
need to think about one’s own thinking through reflection in order to assist the person to 
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decide what to believe and how to act, the question of ‘reasonable’ thinking may be open 
to different interpretations when no clear criteria of what is reasonable are set out. Cotton 
(1991) suggests a more detailed description, saying critical thinking is “the process of 
determining the authenticity, accuracy, or value of something; characterised by the ability 
to seek reasons and alternatives, perceive the total situation, and change one’s view based 
on evidence” (p. 3). A more definitive explanation is given by Miri, David and Uri (2007) who 
claims that with critical thinking, “students should be prepared to question truisms, raise 
doubts, investigate situations, and probe alternatives in the context of both schooling and 
daily life” (p. 256). The processes of questioning, doubting, investigating and probing provide 
a clear picture of what a critical thinker needs to do in the thinking act. In a similar vein, 
critical thinking is viewed as a two-pronged activity that involves: 
1. learning how to question, when to question and what to question, 
and, 
2. learning how to reason, when to use reasoning and what reasoning 
methods to use. (Fisher, 2005, p. 53) 
 
A useful analysis of critical thinking sees it as consisting of three interdependent 
components, namely attitude, knowledge and skills. Miri et al. (2007) argues that a critical 
thinker requires: 
1. an attitude of inquiry that involves an ability to recognise the existence 
and an acceptance of the general need for evidence in what is asserted 
to be true; 
2. knowledge of the nature of valid inferences, abstractions and 
generalisations in which the accuracy of different kinds of evidence are 
logically determined; and, 
3. skills in employing and applying the above attitudes and knowledge. 
(p. 356) 
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Clearly one needs far more than just knowledge of thinking skills. One has to develop a 
sustained attitude and propensity to think critically. Without such an attitude, the willingness 
or drive to think critically cannot be summoned and the knowledge is left largely unused. At 
the same time, the knowledge and attitude of critical thinking alone may be rendered 
unusable when the individual has not acquired the skills of applying them in real life 
situations. It is possible that many critical thinking initiatives may fail to achieve their 
purposes because of an omission of one of these components. Some may concentrate on 
imparting thinking skills and knowledge of thinking to students, yet forget to cultivate the 
attitude to want to think critically. The skills and knowledge find no use. Similarly, 
encouraging a critical thinking attitude in the absence of the skills or knowledge to do the 
same will be a futile exercise. Fisher (2005) supports this position when he asserts that: 
A child can only think critically to the extent that s/he is able 
to carefully examine experience, assess knowledge and ideas, 
and weigh arguments before reaching a balanced judgement. 
Being a critical thinker also consists in developing certain 
attitudes, such as a desire to reason, a willingness to challenge, 
and a passion for truth. (p. 53) 
 
I am curious to find out whether teacher education in Zimbabwe caters for all three 
components and to what extent they do so. 
 
Another perspective divides critical thinking into phases that build on each other in a 
hierarchical and developmental pattern. Paul (2005) says: 
Critical thinking is the art of thinking about thinking in an 
intellectually disciplined manner. Critical thinkers explicitly 
focus on thinking in three interrelated phases. They analyse 
thinking, they assess thinking, and they improve thinking (as a 
result). Creative thinking is the work of the third phase, the 
phase of replacing weak thinking with strong thinking, or of 
replacing strong thinking with stronger thinking. … New and 
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better thinking is the by-product of healthy critical thinking. (p. 
28) 
 
I find the phases in the analysis above quite illuminating. I however would consider the 
phases as fluid, enabling an individual to move up and down the developmental phases in 
different instances of thinking but always maintaining the aim of achieving the highest phase, 
the improvement and refinement of one’s thinking. Nevertheless, it would be naïve to 
assume that all individuals who engage in this process end up in the realm of creative 
thinking. I contend that creative thinking may or may not result from improvement of 
thinking. 
 
Scriven and Paul (2014, p. 4) see critical thinking as:  
…the intellectually disciplined process of actively and skilfully 
conceptualising, applying, analysing, synthesising, and/or 
evaluating information from, or generated by, observation, 
experience, reflection, reasoning, or communicating, as a 
guide to belief and action. In its exemplary form, it is based on 
universal intellectual values that transcend subject matter 
division: clarity, precision, consistency, relevance, sound 
evidence, good reasons, depth, breadth, and fairness. (p. 4) 
 
In this comprehensive definition, the authors explore a wide variety of facets of critical 
thinking, including its sources, its activities and its different purposes. I find greater clarity 
when this definition is presented in diagrammatic form as shown below. (see next page) 
 
It is clear that critical thinking applies to the human activity of processing information that is 
obtained from a variety of sources including observation, reasoning, and reflection. 
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Table 2.1  Scriven and Paul’s definition of Critical Thinking 
What does a 
critical thinker 
do? 
What? From where? How? Using what 
standards? 
For what 
purpose? 
He/She:  
 
-conceptualises 
-applies 
-analyses 
-synthesises 
-evaluates 
 
 
 
 
information 
From: 
 
observation 
experience 
reflection 
reasoning 
communication 
 
 
 
 
intellectually 
skilfully 
with discipline 
 
Guided by: 
precision 
clarity 
consistency 
relevance 
sound evidence 
good reasons 
depth/breadth 
fairness 
In order to:  
 
 
guide belief  
direct action 
 
The close association between Bloom’s Taxonomy of Educational Objectives and the 
procedures listed in Scriven and Paul’s definition is striking. This association is brought out 
clearly by Fisher (2005, p. 56) who says “For Bloom and his associates, the term ‘critical 
thinking’ means the same as ‘evaluation’. It is the highest of six thinking skills, which he calls 
the ‘cognitive goals’ of education (p. 56). 
 
Some authors differ with Fisher, however, and they attach more skills than just evaluation to 
the process of critical thinking, including analysis and synthesis. Nevertheless, the breakdown 
of critical thinking processes into activities of applying, analysing, synthesising, and 
evaluating information is cited by critics of critical thinking as mere rhetoric that signifies 
little more than higher order thinking abilities that can be used in academic circles and at a 
personal level, but seldom outside these circles. This is further bolstered by the description 
of the procedures of critical thinking which Scriven and Paul (2014) claim to be intellectual 
and skilful. It bares the process of critical thinking to the criticism that it amounts to mere 
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intellectual work composed of a bunch of skills that people learn and use as and when they 
like. Nevertheless, I am convinced that the definition offers a sound starting point for anyone 
who wants to know what critical thinking entails. 
After considered analysis of the meanings discussed above, I have developed my personal 
working definition of critical thinking as: 
the reflective and uniquely human activity of carefully 
assessing information (on events, knowledge or people) on the 
strength of the accuracy and wholesomeness of all available 
evidence in order to enable the individual to reach fair 
judgement and make clear and sound decisions that 
determine one’s beliefs and actions. 
 
2.3 THE BENEFITS OF CRITICAL THINKING 
The value of critical thinking to education and to life has been widely acknowledged by many 
people, especially those who have misgivings about traditional methods of teaching and 
learning. The demands of modern life patterns, characterised by vast advancements in the 
growth and proliferation of information and information technologies have led to the 
contention that people everywhere need tools to deal with the enormous amounts of data 
that they have to make sense of and use to their advantage. Gough in Cotton (1991, p. 1) 
states that: 
Perhaps most importantly in today’s information age, thinking 
skills are viewed as crucial for educated persons to cope with 
a rapidly changing world. Many educators believe that specific 
knowledge will not be as important to tomorrow’s workers 
and citizens as the ability to learn and make sense of new 
information. (p. 1) 
Education that seeks primarily to impart knowledge to students, even the most well 
intended, is of little use to students in modern environments. What students need are the 
skills of dealing with information and knowledge, particularly considering the fact that new 
information is flooding the life and work experiences of individuals all the time. What they 
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learn today is quickly overtaken by events and it is replaced by newer and often competing 
claims and persuasions. The individual requires skills to evaluate these. 
 
The increasingly complicated life patterns that people have to deal with and the changes that 
they have to contend with also demand critical thinking skills. In the words of Miri et al. 
(2007, p. 356), “it is generally agreed that the ability to think critically is becoming an 
imperative to success in modern life, as the pace of change continues to accelerate, and 
complexity and interdependence continue to intensify” (p. 356). The use of critical thinking 
has further advantages that accrue to users in the areas of choosing courses of action, 
making decisions and solving the problems that they encounter in their lives. In these 
processes, the mere accumulation of information is of little use. What is called for is the 
individual’s ability to process this information in order to reach reasonable and life-
advancing decisions and choices. Critical thinking assists in this regard, helping the person to 
develop flexibility in dealing with novel situations and unfamiliar problems that come their 
way. Cotton (1991, p. 1) notes that:  
… the ability to engage in careful, reflective thought has been 
viewed in various ways: as a fundamental characteristic of an 
educated person, as a requirement for responsible citizenship 
in a democratic society, and, more recently as an employability 
skill in an increasingly wide range of jobs. (p. 1) 
 
In agreement with this position, Miri et al. (2007, p. 354) assert: 
Our ever-changing and challenging world requires our 
students, our future citizens, to go beyond the building of their 
knowledge capacity: they need to develop their higher-order 
thinking skills such as critical systems thinking, decision 
making, and problem-solving. The development of higher-
order thinking skills or higher-order cognitive skills is (crucial) 
in order to facilitate the transition of students’ knowledge and 
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skills into responsible action, regardless of their particular 
future role in society. (p. 354) 
This implies that citizens endowed with critical thinking abilities are more likely to succeed 
in a fast changing environment, making them optimally flexible and adaptable persons who 
cope relatively more readily with any fresh demands that changes in their lives and work 
bring in their path. 
 
Critical thinking is also viewed as valuable in the sense that it provides a sound basis for 
processing problem-solving and decision-making. “The development of students’ capacities 
of critical thinking (CT) … is necessary for the analysis of unfamiliar situations, so that their 
question-asking, problem-solving, and decision-making capabilities will be based on a 
framework of rational thinking” (Miri, 2007, p. 354). Asking the right questions is crucial in 
attempts to make sense of realities around us, and they go a long way in enabling effective 
problem resolution and sound decision-making. 
 
Many studies have been carried out to find out the usefulness of critical thinking skills in 
education. Results indicate a positive relationship between the improvement of thinking 
skills among students and their achievement. Cotton (1991) found three very informative 
findings that emerged from evaluation studies that assessed the effect of gains in critical 
thinking skills on learning. The first finding, he argues, proved that providing students with 
instruction in thinking skills showed that such skills are necessary for people to have in our 
rapidly changing and technologically oriented world. This means that students need critical 
thinking skills to enable them to cope with the demands of the highly technological world 
they live in. The second finding was that in general, students do not have well developed 
thinking skills before the thinking skills instruction interventions. The weak thinking patterns 
that are exhibited point to the need to teach thinking skills so as to improve not only the 
students’ thinking, but also to help them to understand what they learn better and ask the 
important questions about the information they learn. Ultimately, this improves their school 
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performance. The third and most significant finding reported by Cotton was that despite the 
fact that people used to believe that persons are born either with or without creative and 
critical thinking abilities, research has shown beyond reasonable doubt that these skills are 
both teachable and learnable (Cotton, 1991). If this contention is true, then the instruction 
of critical thinking skills in teacher education institutions is possible and this study is 
interested in finding out how this can be implemented in those learning environments so 
that in turn the skills are cascaded down into the school system. 
 
Specific benefits from the acquisition of critical thinking skills have also been pointed out 
from a number of studies that tested the effectiveness of a variety of thinking programmes. 
Instruction in thinking skills has been found to promote intellectual growth and to foster 
academic achievement gains. Cotton (1991, p. 4) in summary asserts that: 
Studies which looked at (student) achievement over time 
(longitudinal studies) found that thinking skills instruction 
accelerated the learning gains of participants, and those with 
true or quasi-experimental designs generally found that 
experimental students outperformed controls to a significant 
degree. (p. 4) 
In yet another research, Miri et al., (2007) carried out an experimental study of high school 
Science students designed to expose the experimental group of students to teaching 
methods that sought to develop higher order thinking skills. The findings showed that the 
experimental group displayed “a statistically significant improvement on critical thinking 
skills components and dispositions towards critical thinking subscales, such as truth-seeking, 
open-mindedness, self-confidence and maturity, compared with the control groups” (Miri, 
2007, p. 353). Such findings show consistency between methodologically different research 
studies, suggesting that the results are both reliable and credible. In addition, where 
teachers were taught to teach thinking skills to their students, notable gains in achievement 
were witnessed among the students. I contend, however, that it is inadequate to simply 
teach teachers how to teach thinking skills. In my view, the teachers require more than just 
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critical thinking teaching skills. They primarily need to learn to think critically themselves 
first. They cannot effectively teach their students to think critically when they do not have, 
and more importantly, use, critical thinking skills in their own lives and in their teaching 
practice. If they do not use critical thinking themselves, their teaching of critical thinking skills 
to students is likely to be dry and artificial, and students may well see through the façade 
and fail to take the critical thinking seriously. I suggest therefore, that critical thinking should 
imbue all the activities of the teacher who teaches critical thinking to others. This is why this 
study regards lecturers in teacher education colleges as the first people who must appreciate 
the importance of such skills. Such appreciation would enable them to apply critical thinking 
to their teaching. They would deliberately encourage their students to acquire the same 
skills. These students would then also apply the skills when they go out to practice.  
 
2.4 ISSUES REGARDING THE TEACHING OF CRITICAL THINKING SKILLS 
The question of how to implement the teaching of critical thinking skills is central to this 
study. What emerges from reading though is a picture of a general lack of consensus on how 
this can be done. I explore a few issues and suggestions here. 
 
It is pertinent to inquire into the state of the teaching of critical thinking in institutions of 
higher education, without, for the moment, specifically considering teacher education. 
Studies that have been conducted show a bleak picture of current evidence of such teaching 
taking place in colleges and universities. Paul and Elder (2005, p. 27) reveal that: 
…studies demonstrate three disturbing, but hardly novel facts, 
namely: (1) most college faculty at all levels lack a substantive 
concept of critical thinking; (2) most faculty do not realise they 
lack a substantive concept and instead believe they 
understand critical thinking sufficiently and are already 
successfully teaching it within their discipline; (3) despite 
‘reform’ efforts, lecture, rote memorisation, and (largely 
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ineffective) short-term study strategies are still the norm in 
college instruction today. (p. 27) 
 
I think the findings in the studies cited above are a clear indictment of the current state of 
affairs in higher education circles. There is evidence that educational institutions are not 
actively involved in trying to teach critical thinking skills. Whether this is out of lack of 
knowledge on how to teach these skills, a mere oversight on the part of the personnel 
involved, or, more seriously, ignorance regarding the existence of such skills and the need to 
teach them, remain open questions. I am interested in finding out the situation on the 
ground in the colleges that are part of this study. However, Halpern (2003, p. 5) attributes 
the problem to the wrong assumptions that educators hold about the issue. She argues that: 
Traditionally, our schools have required students to learn, 
remember, make decisions, analyse arguments, and solve 
problems without ever teaching them how to do so. There has 
been a tacit assumption that adult students already know 
‘how to think’. Research has shown, however, that this 
assumption is wrong. (p. 5) 
This implies that colleges of education often have no justification for assuming that their 
students can think critically just because they are mature people. Thinking skills do not 
necessarily develop with maturity, and so they should be taught to all ages. For example, 
results from studies using the New Jersey Test of Reasoning Skills in the U.S. have shown that 
age alone does not improve thinking skills. The tests indicated that the mean scores of 
college freshmen tested were less than a single point above the mean scores of sixth graders 
(Lipman, Sharp, & Oscanyan, 1980). This proves that there is very little that ordinary school 
learning contributes to the development of thinking skills. Any improvement that is achieved 
is often accidental and it amounts to very insignificant change in the thinking levels of the 
students. Thus, educators would need to embark on more deliberate and well-planned 
strategies to help students enhance their critical thinking abilities. The pertinent concern for 
educators should thus not be whether critical thinking should be taught, but how it should 
be taught. It is only fitting therefore that I turn to this area of concern now. 
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2.5 APPROACHES TO THE TEACHING OF CRITICAL THINKING 
There has been considerable controversy and difference of opinion over the approach that 
would be most appropriate and effective to use to introduce critical thinking skills in 
education. Two competing models have been put forward and, indeed, have been used in 
different contexts. One approach calls for the teaching of critical thinking as an independent 
course in the education system. It has commonly been termed the process approach. It 
requires that critical thinking be introduced as a separate course where students are 
introduced and taught thinking skills in the hope that these skills would be used in the various 
disciplines that they learn in the programmes they study, as well as in their lives in general. 
Supporting this approach, Lipman (1988, p. 143) argues that just like reading and writing, 
critical thinking is an enabling discipline and so it deserves separate instruction (p. 143). The 
logic is clear. Just as students learn to read in language lessons, and then proceed to use their 
reading skills in all other subjects, so should they learn critical thinking skills in a thinking 
course in order to apply such skills in all other areas of learning and in their lives. This 
effectively avoids the temptation of wrongly confining specific thinking skills to particular 
disciplines, were the skills to be taught within individual domains on the curriculum. Such an 
outcome, according to Lipman et al. (1980, p. 211) would severely inhibit healthy critical 
thinking development (p. 211). Another advantage cited for adopting the process approach 
is that an independent course makes it unnecessary to introduce basic critical thinking 
principles in every discipline, something that would not only be time wasting, but might 
become too repetitive to amuse the students. In addition, Ennis (1985, p. 29) supports the 
model for the reason that it “encourages transfer and the application of cognitive skills to 
other domains” (p. 29). This transfer of skills between disciplines would be a positive 
development because it gives hope that such skills would be equally transferred to many 
other situations beyond the school learning contexts. 
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On the other hand, some arguments against this approach have been raised. One contention 
is that teaching critical thinking skills in a separate course on the curriculum may make it 
difficult for most students to transfer such skills to other disciplines, unless they are actively 
assisted to do so. Resnick (1987, p. 34) strongly asserts that the process approach “may not 
facilitate the application of cognitive skills to content area studies and to real life situations” 
(p. 34). While few students might transfer the learned skills with ease, it is argued that most 
students would have difficulty recognising the opportunities for transfer and identifying the 
appropriate skills to apply in specific circumstances. To assist this process, the approach 
would need to be accompanied by the thorough training of all other education personnel in 
the cognitive skills that are relevant in the disciplines that they teach to enable them to assist 
the required transfer.  
 
The other approach, often referred to as the content approach, opts to infuse critical thinking 
skills into each discipline on the curriculum. The thinking skills are embedded into the 
existing areas of study, making the separate teaching of critical thinking unnecessary. This 
position argues that every discipline has specific forms of thinking that are peculiar to it. 
Ashton (1988, p. 4) says that “certain cognitive skills are specific to particular disciplines and 
would need to be taught in context” (p. 4). The basis of this model is that it is crucial to clearly 
associate specific thinking abilities with their relevant disciplines right from the outset. In 
this perspective, there are hardly any general thinking skills that can be applied equally 
across the curriculum. In effect, the approach calls for teachers to be thoroughly 
knowledgeable in their area of specialisation so that they are conversant with how their 
specialist areas differ from other areas. As Chambers (1988 p. 5) puts it: 
Teachers require extensive knowledge of their discipline and 
of how it differs from other disciplines. This enables them to 
teach their students how to apply discipline specific cognitive 
skills in their areas and how to link these with other areas. (p. 
5) 
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The greatest advantage of this model is that using domain specific thinking skills within the 
subject greatly enhances the learning of content in the area (Resnick, 1987, p. 36). This is so 
because the application of the skills is direct and the cognitive skills are taught alongside the 
relevant content. In addition, no additional course is introduced onto the curriculum. 
 
The content approach, however, has its own drawbacks. I see the net effect of the model as 
a severe compartmentalisation of thinking skills, much to the detriment of a holistic 
understanding of the nature and principles of critical thinking. Resnick (1987, p. 36) warns 
that this approach “has not been found to be widely successful in helping students to transfer 
cognitive skills across the curriculum.” This is important because the thinking skills learned 
in school or college badly need to be used after school/college, often in very different 
circumstances from those that existed in the learning programme. This requires transfer. So, 
if the content approach fails to encourage transfer of skills across areas of problem-solving, 
then it falls short of the long-term needs of teaching critical thinking. Halpern (2003, p. 2) 
puts this very aptly when she says: 
Workers in almost every job category can expect to face novel 
problems in a workplace that is changing repeatedly. Familiar 
responses no longer work, and even newly acquired ones 
won’t work for long. (p. 2) 
 
This raises doubts on the wisdom of restricting certain thinking skills to specific domains, 
which makes transfer difficult for the student, both as a student and as a citizen in society. 
 
The attempt to infuse the teaching of thinking skills into every subject may also be 
demanding and burdensome for the persons involved in implementing the approach. Clearly, 
the courses would need to be substantially redesigned to incorporate the thinking skills 
components necessary. This may be quite taxing and it may discourage implementers or at 
least delay the process of initiating the critical thinking teaching programme. 
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Notwithstanding the controversies outlined above, it is worth noting that each approach has 
some merits. This fact has led some proponents to suggest a middle-of-the-road solution, an 
eclectic position that would see both approaches being used to take advantage of the 
positive contributions that each would bring. According to Presseisen (1988), the solution 
may lie in using the methods in combination, not choosing one over the other. Nevertheless, 
my view is that the process approach would be more effective and necessary when the overt 
teaching of critical thinking skills is initiated. This would make such instruction very visible, 
with a separate timetable, possibly with a dedicated cohort of instructors. With time, the 
content approach would be added, initially as a supporting programme to strengthen and 
lend a practical application window to the thinking abilities developed in the process 
approach. The two would then run concurrently, with open collaboration to enhance the 
synergies that the approaches can bring to the students. The gradual introduction of the 
content approach would also ensure that the teaching personnel in the content areas are 
sufficiently appraised of their new role and that they are adequately in-serviced to make 
them useful and effective in the renewed teaching of critical thinking informed content. 
 
The role of colleges of education is central to the success of a critical thinking programme in 
schools. Clearly, these colleges “… must teach cognitive skills to pre-service teachers before 
preparing them to teach these skills in the classroom,” (Ashton, 1988). But teaching pre-
service teachers thinking skills would hardly be enough. The skills that the prospective 
teachers get must go beyond just skills, or otherwise this becomes an academic exercise of 
receiving skills that they themselves do not use, but which must be passed to their students 
in the classroom later. Walsh and Paul (1988, p. 49) insist that critical thinking skills should 
be integrated “… into all aspects of teacher preparation and educate the prospective 
teachers to be models of effective thinking strategies” (p. 49). In the final analysis, the 
teachers produced by the college must not only know thinking skills. They must exude critical 
thinking processes in everything they do in the school set-up and outside it. 
61 
 
 
I turn now to a consideration of the process of developing critical thinking skills. 
 
2.6 THE DEVELOPMENT OF CRITICAL THINKING SKILLS 
One way of considering critical thinking is to analyse it from the point of view of the manner 
in which people become critical thinkers on a developmental scale. Elder and Paul (2014) 
offer an inviting perspective that divides the progressive development of a critical thinker 
into six different stages. The lowest stage, the stage where the individual is not yet a critical 
thinker, is designated the Unreflective Thinker stage. Unreflective thinkers are generally 
ignorant of critical thinking and they hardly reflect on the quality of their thinking. According 
to Elder and Paul (2014, p. 3):  
Unreflective thinkers are largely unaware of the determining 
role that thinking is playing in their lives and of the many ways 
that problems in thinking are causing problems in their lives. 
Unreflective thinkers lack the ability to explicitly assess their 
thinking and improve it thereby. (p. 3) 
This implies that poor thinking has direct effects on the decisions and actions that people 
take and these poor choices cause significantly proportional problems in their lives. But 
precisely because they do not reflect on their thinking, they probably do not realise the true 
cause of these problems. They fail to associate their thinking and their problems. 
 
However, even though unreflective thinkers may be oblivious of the nature of their thinking, 
they think all the same, and the complexity of life causes them to gather some skills in 
thinking both incidentally and unconsciously. Unfortunately, because they are not actively 
aware of these skills, they apply them very inconsistently, often irregularly, and without self-
monitoring reflection. I agree with Elder and Paul (2014, p. 3) that in the current modes of 
instruction in schools, especially ones that rely on transmission of knowledge, “… it is 
perfectly possible for students to graduate from high school, or even college, and still be 
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largely unreflective thinkers” (p. 3). Arguably, it would be altogether very naïve to expect 
students to grow out of the stage of unreflective thinking when their teachers have not, and 
when the instruction they go through is itself unreflective. 
 
The authors describe the intermediary stages in the process of critical thinking development 
as follows: 
Stage Two: The Challenged Thinker 
Stage Three: The Beginning Thinker 
Stage Four: The Practicing Thinker 
Stage Five: The Advanced Thinker 
Stage Six: The Accomplished Thinker 
I will concentrate on the highest stage, Stage Six, where Elder and Paul discuss the 
accomplished thinker. On this extreme end of the developmental process, accomplished 
thinkers are characterised as people who: 
… not only have systematically taken charge of their thinking, 
but are also continually monitoring, revising, and re-thinking 
strategies for continual improvement of their thinking (Elder & 
Paul, 2014, p. 11). 
This makes accomplished thinkers highly consistent in thought, and keenly aware of the need 
to constantly think about their own, and other people’s thinking with a view to improving it. 
Their thinking skills are deeply internalised to a point where their critical thinking is virtually 
intuitive and almost effortless. For high levels of consistency in thinking, accomplished 
thinkers ensure that their thinking skills are consciously applied across all domains and this 
enables them to analyse problems very deeply and clearly. In the words of Elder and Paul 
(2014, p. 11)): 
Through extensive experience and practice in engaging in self-
assessment, accomplished thinkers are not only actively 
analysing their thinking in all the significant domains of their 
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lives, but are also continually developing new insights into 
problems at deeper levels of thought. (p. 11) 
Such accomplished thinkers are able to critique their own thinking effectively and 
consistently and in that manner, they always strive to improve it. As such, they reach incisive 
insights and drastically minimise the problems that their thinking is likely to cause in their 
lives. 
 
While it would be ambitious to expect students in school to be developed into accomplished 
thinkers, the process of developing them from the stage of being unreflective thinkers must 
be started in their school years so that on leaving school, they all are clearly aware of the 
need to keep improving their thinking abilities. The value of consciously reflecting on one’s 
own thinking and ensuring consistency, fair-mindedness, humility, logic, and courage should 
be appreciated, making the students ardently seek these qualities in their thinking. 
 
Needless to say, the teachers should embark on a similar journey if they are to be of any help 
to their pupils in this process. In turn, that means that their teacher education needs to 
dovetail into this vision. To facilitate the developing of critical thinking in one’s charges, one 
must not only be knowledgeable of the qualities of critical thinking, but should be an active 
critical thinker who visibly and effectively displays critical thinking capabilities in all one’s 
facets of life and practice. To do that, teacher educators themselves should operate in the 
higher stages of critical thinking development. If the lecturers are stuck in the stage of 
unreflective thinking, their teaching will flounder and fluctuate between poor and 
inconsistent thinking, and, critically, they would be unaware of the level or accuracy of their 
thinking. Effectively, they would be unable to advise or be exemplary to their students. The 
vicious cycle is then projected by the new teachers to the schools, and the nation culminates 
in a population of weak, inconsistent thinkers. 
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2.7 LEVELS OF CRITICAL THINKING 
A final consideration is based on Carrol’s (2007) view of the two levels of critical thinking. 
Carrol distinguishes between the Weak sense of critical thinking and the Strong sense. In its 
weak sense, critical thinking is based on some standards of thinking and these standards 
include: clarity, accuracy, relevance, fairness, sufficiency of evidence, and logic. These 
standards are supported by a number of thinking skills that include recognising assumptions 
and implications, evaluating sources of information, recognising common fallacies and 
evaluating explanations and causal reasoning (Carrol, 2007, p. 6). 
 
On the other hand, the strong sense of critical thinking is an attitude or a disposition which 
makes critical thinking open-minded, fair-minded, sceptical, and tentative. The critical 
thinker at this level, is characterised by intellectual humility (a willingness to admit error, 
change one’s beliefs or suspend judgment), confidence in reason (prepared to go wherever 
evidence leads), intellectual curiosity (loving to explore new topics, to identify new problems 
and gain new knowledge), and intellectual independence (the openness to examine honestly 
and fairly the arguments of those that disagree with one’s position and to question majority 
opinion, tradition and authority) (Carrol, 2007, p. 5). 
Two insights guide the strong critical thinker. These are: (a) a recognition of the tendencies 
towards affective, cognitive and perceptual biases that affect our interpretations of 
experience, testimony and evidence, and, (ii) a keen awareness that there are alternative 
explanations for experiences and selecting among these alternatives calls for one to 
understand the assumptions that underlie each alternative and the consequences and 
implications of choosing them (Carrol, 2007, p. 6). 
 
When most people think of critical thinking, they refer to the weak sense, which is limited 
to the thinking standards and skills. However, teaching critical thinking in this mode only 
imparts a few skills, e.g. how to recognise valid inferences, how to think clearly and how to 
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assess causal claims. Carroll (2007, p. 8) argues that this would be a ‘small victory’ (p. 8), 
implying that it does not achieve what critical thinking in the strong sense can. Most 
educators are comfortable with, and they prefer teaching, critical thinking in the weak sense 
since they “… know what it means to teach critical thinking in the strong sense and they 
won’t do it because they don’t want their students questioning them about fundamental 
matters” (Carrol, 2007, p. 9). 
 
2.8 CHAPTER SUMMARY   
In this chapter, I discussed and clarified the meaning of critical thinking. I also examined the 
need for critical thinking, both in education and in human life in general. This included the 
benefits that result from the proper use of critical thinking skills. The chapter was concerned, 
in addition, with the teaching of critical thinking, especially with the different approaches 
that can be used in the teaching of such skills and the challenges that these approaches can 
bring. Finally, in the chapter I attempted to locate myself as the researcher by justifying my 
interest in the area under study and showing the need for such a study to be carried out. 
 
The next chapter discusses the meaning and development of Critical Theory and the 
usefulness of adopting critical pedagogy as the basis for attaining criticality in teacher 
education programmes.    
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CHAPTER 3 
 CRITICAL THEORY AND THE DEVELOPMENT OF CRITICALITY 
 
3.1 INTRODUCTION 
The view that schools, colleges, and even universities are neutral and innocent institutions 
that serve society well by imparting disinterested knowledge and skills impartially to all 
members of society has of late been called to question. Indeed, the reality of educational 
practice has become a highly contested space with various calls increasingly being made to 
re-examine it and to question some of its purposes and processes. At the heart of this 
contestation are people and movements that have raised serious questions about the nature 
and purposes of formal education. The most vocal of these movements has been the Critical 
Theory body of critics, most notably Habermas, Giroux, Aronowitz, and Adorno who formed 
the Frankfurt School, a group of highly critical social analysts. On the educational front, 
Critical Theory is supported by the critical pedagogy approach, which has interrogated much 
of the 20th Century and current education system, suggesting alternatives. 
 
In this chapter, I analyse the Critical Theory movement, concentrating on critical pedagogy 
as its educational handmaid. I trace the origins of critical pedagogy, and explore its nature 
and its critique of traditional practices that see education as transmission, as well as the 
implications of these issues to classroom practice. I then examine the nexus between critical 
thinking and critical pedagogy, and the possibilities that can be realised by encouraging a 
mutually reinforcing relationship between the two, all in an attempt to develop criticality in 
students. In the discussion, it is hoped that the limitations of the critical thinking approach 
become clear, inasmuch as its potential to contribute towards and provide an invaluable 
foreground of thinking skills requisite for Critical Pedagogy and criticality are equally 
demonstrated. 
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It may be prudent for me to state here from the outset the bias and passion that I have 
developed towards Critical Pedagogy ever since I embarked on this study. However, such 
bias and personal positioning in a study of this nature is not only permissible, but should 
openly be acknowledged because it actively shapes my approach to the research and colours 
both the methodology and the findings of the work. In Critical Theory, no research, no 
thinking, and certainly no education can ever be neutral. On close analysis, even opinions, 
study findings and education systems that claim to be objective and apolitical support 
particular ideological positions overtly or covertly. The critical research paradigm, alongside 
the critical ontological, epistemological and social approach that I adopt in this study allow 
me to declare my preference for Critical Pedagogy and the call for social transformation. 
 
3.2 THE MEANING AND ORIGINS OF CRITICAL THEORY AND CRITICAL PEDAGOGY 
Critical Theory developed in the 20th Century, largely in reaction to the conditions existing in 
the aftermath of the World Wars. It takes a critical view of the social structures that 
characterise modern society, with special attention on the inequalities that exist between 
people in society as individuals and as groups, differentiated by race, class, gender and other 
social attributes. Such differentiation carries with it immense implications for advantaging 
one group over another, leading to relationships of domination and subordination that are 
carefully arranged and supported in order to ensure self-sustaining social structures. In the 
words of Boyd (2011), “Critical Theory is a philosophy that involves being critical of the 
prevailing view of society. In many cases, that means looking closer at beliefs that might 
favour privileged people, like rich, white men, over other people …” (p. 63). 
 
Critical Theory encourages members of society across the privilege divide to examine and 
analyse the reality of such unequal arrangements largely by calling into question their 
implications for the subordinate groups whom the theory sees as disadvantaged, 
disempowered and made to accept their lot in silence. Analysis is necessary because the 
nature of the inequalities and social differences that are created and actively maintained by 
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the dominant culture are often hidden from public scrutiny by being made to look natural, 
inevitable and necessary for the preservation of an organised social order. For this reason, 
the “Frankfurt School took as one of its central values a commitment to penetrate the world 
of objective appearances to expose the underlying social relationships they often conceal” 
(Darder et al., 2009, p. 27). The authors here imply that the reality that the common person 
ordinarily sees is all but an appearance, a façade that hides the true superordinate-
subordinate relations that both cause and perpetuate the differences between social 
groups. The fact that the “underlying social relationships” are hidden is not an accident. It is 
a deliberate process orchestrated by the dominant groups to control the less privileged and 
those that they marginalise. Critical Theory takes it upon itself to undertake to expose these 
hidden structures for what they really are. 
 
For the social relationships to gain some reasonable semblance of acceptability in society, 
Critical Theory recognises that the social system reifies them, giving them some kind of 
objective reality. When social relations are made into real things, they assume more or less, 
the reality of material objects and this makes it easier to make people regard them as 
natural, just like the rivers and mountains in the environment, thereby making them 
unquestionable. Darder et al. (2009) clearly underline this process when they assert that the 
Frankfurt School strove to expose: 
… through critical analysis, social relationships that took on the 
status of things or objects. For instance, by examining notions 
such as money, consumption, distribution, and production, it 
becomes clear that none of these represents an objective 
thing or fact, but rather all are historically contingent contexts 
mediated by relationships of domination and subordination. 
(p. 27) 
The historicity of the social relationships is deliberately concealed. This is because bringing 
it out into the open would expose the reality that such relationships were intentionally 
created by interest groups in the past (and they continue to be created, shaped and 
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strengthened today) for the specific purposes of advantaging themselves in one way or the 
other. No one can dispute the fact that historically the process of trade, for example, was 
created by people who had something to sell to those who did not have such goods or 
services for the distinct advantage of the sellers. In appearance, however, the buyer is made 
to believe that trade also directly benefits him/her and that the seller is always fair in the 
transaction. The hidden forms of control and domination, very powerful when one considers 
the heavily skewed balance of power in global world trade today, are effectively kept away 
from public scrutiny. In this scenario, the poor underdeveloped countries struggle to 
produce raw materials, sometimes using loans from the rich developed countries, only to 
sell the same raw materials to those same rich nations at ridiculous prices determined by 
cartels in the developed world. They (the poor countries) then spend their scarce hard-
earned financial resources to buy back expensive manufactured products made out of their 
own raw materials and to pay back the exorbitant loans advanced to them. This sinks them 
progressively into ever-increasing debt and deepening poverty. The developed economies 
have managed to put them exactly where they wanted them – in a permanent state of 
dependency. The same scenario plays out at a micro-level with each country and community, 
solidifying social relationships bounded by domination and subordination. 
 
While Critical Theory helps to analyse social structures and relationships between dominant 
and subordinate groups in general, when its attention is turned to education, Critical 
Pedagogy becomes the lens through which the structures and processes of the educational 
system are scrutinised to expose disadvantaged groups, the marginalisation and silencing of 
sectors of the school population, the power blocs and the hegemony that shroud teaching 
and learning. Critical Pedagogy believes that education is a social institution, and like many 
other social institutions, it reflects, buttresses and actively reproduces the social 
relationships that are prevalent in the society. As Darder et al. (2009) observe, “… the school 
and other social institutions legitimate and reinforce, through specific sets of practices and 
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discourses, class-based systems of behaviour and dispositions that reproduce the existing 
dominant society” (p. 48). 
 
The process of exposing the role that education plays in creating, preserving and reproducing 
social structures that respect the domination, systematic marginalisation and silencing of 
certain groups of people is a major concern to Critical Pedagogy. Nevertheless, bringing 
these social malformations and social pathologies into the foreground is not enough. In 
Critical Pedagogy it is necessary to also seek recourse in transformation that examines ways 
of reversing these anomalies for the improvement of society. Boyd (2011) posits that in 
education, Critical Pedagogy is primarily concerned with: 
… questioning how our education system can best offer 
education to all people. It offers opportunities and 
understanding of the different perspectives of disadvantaged 
members of society. For example, poor children … often go to 
more poorly funded schools than their middle- and upper-
class counterparts. And less funding can mean issues like 
availability of technology or good teachers. (p. 47) 
The attempt to ensure that education is offered in the best possible way to all people and 
not just to the privileged few is a central part of the effort towards educational 
transformation in the critical paradigm. It is also clear in the citation above that educational 
institutions tend to portray the perspective of the dominant groups, ignoring, discrediting 
and side-lining the perspective of the other groups in the subordinate categories. The 
prospect is bringing back and giving equal respect to the perspectives of the disadvantaged 
in society, so that they too find relevance and acceptance in the processes of the school 
system. It is a re-centering of the marginalised, giving voice to the silenced and redistributing 
power and control in the education system. McLaren in (Trifonas, 2000) expresses this 
succinctly when he asserts that “the fundamental commitment of critical educators is to 
empower the powerless and transform those conditions that perpetuate human injustice 
and inequality” (p. 15). To me, it is vital to note that McLaren in the analysis above, considers 
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the disempowerment of students in traditional educational circles as an injustice. This 
implies that the task of critical education, in trying to empower the disadvantaged 
subordinate groups within the school and society, is a valuable tool in championing and 
driving forward the cause for social justice. This study is keenly interested to develop ways 
that would enhance and entrench clear modes of social justice in teacher education to guide 
both theory and practice. 
 
The interlocking relationship between analysing and exposing social issues on the one hand, 
and seeking remedies on the other, is a crucial gridlock in the purposes of Critical Theory. 
Indeed, it is this aspect that essentially makes Critical Theory critical. As Hockheimer 
(Finlayson, 2005) points out: 
…the task of theory (is) practical, not just theoretical; that is, it 
should aim not just to bring about correct understanding, but 
to create social and political conditions more conducive to 
human flourishing than the present ones. More specifically, it 
(means) that the theory (has) two different kinds of normative 
aim, diagnostic and remedial. The goal of the theory (is) not 
just to determine what (is) wrong with contemporary society 
at present, but, by identifying progressive aspects and 
tendencies within it, to help transform society for the better. 
(p. 4) 
In light of this, it is imperative for this study, situated firmly in the critical paradigm to do 
justice by being both diagnostic and remedial in its probing of the teacher education system 
in the two colleges concerned. Stopping at diagnosis would constitute a serious miscarriage 
of the process of critical research. 
 
One of the first steps towards effecting interventions and self-interventions in the system, 
termed disruptions in Critical Pedagogy, is the process of lifting the ideological veil that 
conceals the inequalities and injustices, the powerlessness and the voicelesseness of the 
marginalised groups in the educational institutions. The veil that takes the form of 
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hegemony (a term to be analysed later in this chapter) is so effective that it makes the 
disadvantaged persons blame themselves for their condition. When, for example, some 
students are placed in lower stream classes in an ability grouping based school, they accept 
this process as, to them, it was brought about by their weak school performance in earlier 
grades. Thus the system successfully makes them to blame themselves for their 
predicament. They never stop to question why they got the low grades to begin with. When 
they do, they continue to blame it on their ‘low intelligence’ perhaps, once again, becoming 
the victim blaming oneself. The real possibility that their low performance may have been 
systematically determined by ensuring that their cultural, social, racial or gender background 
(or a combination of these), is not catered for in the school system, that the school 
successfully marginalised them, never occurs to them. This is the veil that needs to be lifted 
to expose the hidden mechanisms that consistently disadvantage large groups of 
subordinated groups in society. Darder et al. (2009) claim that the radical perspective 
favours a kind of knowledge “…that would instruct the oppressed about their situation as a 
group situated within specific relations of domination and subordination. It would be 
knowledge that would illuminate how the oppressed could develop a discourse free from 
the distortions of their own partly mangled cultural existence” (p. 46). There are three key 
points worth noting in the citation above. 
 
Firstly, Darder et al. (2009) point out that the raising of the awareness of the disadvantaged 
people about the true nature of their condition has to be done ‘in groups’. This implies that 
it cannot be done as a solo effort by individuals separately. It is necessarily social in 
character. The social and collective nature of Critical Pedagogy processes makes this 
approach distinctly different from critical thinking efforts that completely centre on the 
individual’s thinking skills and the individual’s use of the skills to navigate his/her personal 
life. By being primarily social in outlook, Critical Pedagogy clearly goes beyond critical 
thinking. 
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The second point refers to the need alluded to in the citation for the disadvantaged groups 
to develop and craft their own discourse that overcomes the distortions caused by the 
dominant group’s culture. This view attributes immense power to the use of terms that often 
carry much more than their denotative meanings. In our earlier example of ‘streamed’ 
students, a new discourse would call on both teachers and students to question the very 
meaning of ‘low performance’, ‘ability’ and ‘ability grouping’, even ‘passing’ and ‘failing’ as 
terms that hide more than they reveal. These terms should be treated with a high degree of 
suspicion. This is because such discourse is coined and used by the dominant culture to 
marginalise the already disadvantaged. The language is not as benign and objective as it is 
made to sound. New terms should be developed, a new oppressed-friendly discourse that 
can be used to free the marginalised and bring them from the frills of the school community 
to a centre where all are equal, accepted and respected. 
 
The third point expresses the condition of the disadvantaged groups as a “partly mangled 
cultural existence.” The significance in this description is the acknowledgement and 
realisation that, although the existence of the subordinate groups may be deformed and 
distorted however severely, such distortion is, in the final analysis, only partial. It can never 
totally or irreparably disfigure their existence. This is a critical groundswell of hope for the 
remediation of the distortion. The marginalised can be restored after all, and social justice 
can yet be achieved. In this light, Critical Pedagogy finds strength and courage to address 
such malformed conditions in society and in education. 
 
Citing clear examples of disadvantaged groups, Darder et al. (2009) go on to argue that: 
…working class students, women, Blacks, and others need to 
affirm their own histories through the use of a language, a set 
of social relations, and body of knowledge that critically 
reconstructs and dignifies the cultural experiences that make 
up the tissue, texture and history of their daily lives. (p. 47) 
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This resonates well with the need for Critical Pedagogy to tap directly into the real life 
experiences of the students, their language and their culture in order to make the school 
processes more familiar and relevant than alien to them. It has the potential, not only to 
change the way the marginalised groups view education, but also the manner in which they 
take part in it and the success and satisfaction they derive from it. 
 
3.3  THE CHARACTERISTICS AND PURPOSES OF CRITICAL PEDAGOGY 
After tracing the origins and exploring the meaning of Critical Theory and Critical Pedagogy 
in the preceding section, I now turn to discuss some of the characteristics and purposes of 
Critical Pedagogy. 
 
Critical Pedagogy acknowledges the capacity of human beings to seek to improve the world. 
Heertum in Torres and Noguera (2008) says: 
…the vocation of humanity that separates us from the rest of 
the animal kingdom is our ability to hope and to dream of a 
better future. Our enduring desire to leave a better world than 
the one we entered is really the only fate worthy of humanity. 
(p. 143) 
That uniquely human propensity to seek improvement in the world is at the centre of the 
attempts in this study to examine the teacher education system in Zimbabwe with a view to 
make it better for all its participants and downstream stakeholders and clients. 
 
The starting point in this search for a more equitable and just education system is a 
realisation that the demands and requirements of the school system are clearly skewed in 
favour of a small section of the population that attends it. The culture that prevails in 
schools, the language used (its discourses), the etiquette that is prized and rewarded, and 
even the overriding aims and objectives are all created by the upper classes who design, 
shape and maintain the curriculum. The same classes also have the responsibility of 
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determining what is ‘success’ or ‘failure’ in this system, and the standards that should be 
maintained. Naturally, their selection of all the aspects just listed above is bound to be drawn 
exclusively from the very culture that they use and respect. As such, the processes, activities 
and content in school invariably tend to be well suited to children who come from these 
upper classes and, conversely, strongly tend to disadvantage the children from lower classes. 
The close fit between the home culture and school culture that characterises the upper 
classes goes a long way to advantage the children from these groups in society, who find 
that virtually all school activities and expectations replicate those in their homes, including 
the technological environment. They therefore find the school environment very 
comfortable, largely reinforcing what they already know and do. On the other hand, the 
children from the lower strata of society meet a very different culture at school from the 
one they are used to at home. The differences become wider and more demanding as they 
are increasingly forced to disown and abandon the familiar home culture and adopt the 
formal and artificial (artificial to them) order of the school system, along with its strange 
discourses and expectations. They quickly learn that their home experiences are very 
irrelevant to the school processes, and, since no one has any interest in those experiences, 
such students are better off quiet than talking. Their voices are silenced. Their experiences 
are shut out. In this way, school experience starts and continues on very different planes for 
the two groups of students. Expectedly, the advantaged children from the dominant upper 
classes move ahead with speed and they grasp concepts much more easily than their 
counterparts. Furthermore, their learning is consistently reinforced back home through a 
highly supportive home culture, discourse and environment. The lower class children, on the 
other hand, continually find that their school experience contradicts that in the home. The 
jarring conflict between the two environments disorients them each time they move from 
one to the other, and that happens almost on a daily basis. Their learning is slowed down 
significantly by this, and, as they lag behind their faster counterparts, the lag continues to 
grow and to drag them back even further. 
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It is important that the concord between school expectations and upper class culture is not 
accidental or left to chance. In a very real sense, there is a deliberate effort by the dominant 
classes to create this concord so that their children are so thoroughly advantaged that they 
meet minimal competition from the subordinate groups. The relevant home culture and 
experience and the concomitant advantage that these bestow on children in upper classes 
is often termed a form of ‘cultural capital’ that some children bring into the school, while 
many other children come to school without it. Apple (2004b) asserts: 
…not only is there economic property, there also seems to be 
symbolic property – cultural capital – which schools preserve 
and distribute. …we can begin to get a more thorough 
understanding of how institutions of cultural preservation and 
distribution like schools create and recreate forms of 
consciousness that enable social control to be maintained 
without the necessity of dominant groups having to resort to 
overt mechanisms of domination. (p. 2) 
Apple here points to a powerful, almost insidious, alliance between economic capital and 
cultural capital. It is a truism that the groups in society that are in the dominant upper classes 
are also endowed with economic advantages of wealth and comfortable-to-high lifestyles 
and income. The double advantage of economic capital and cultural capital completes the 
circle and, in Apple’s (2004b) words, they can easily and effectively control the lower class 
groups without ever having to use open methods of subjugation or influence (p. 4). Critical 
Pedagogy is alive to the possibility that school systems are often directly used in this manner 
as instruments of social control and as institutions that are well managed to maintain the 
relationships of domination and subordination required by the more powerful sections of 
society. 
 
One way of ensuring that the dominant groups maintain a tight grip on the goings-on in 
education is through the selection of what is taught, how it is taught, and for what purpose. 
As such, “…the relationship between the … knowledge taught in schools, the principles of 
selection and organisation of that knowledge, and the criteria and modes of evaluation used 
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to ‘measure success’ in teaching” is an important area of analysis (Apple, 2004b, p. 1). To 
have one group selecting what to call knowledge, and which knowledge is worthwhile, and 
go on to choose and design the methods of assessment that determine success and failure, 
incidentally named ‘passing’ and ‘failing’ in academic circles, places the group in an 
unassailable position of advantage and control. Curiously though, these processes are done 
in ways that make them look very objective and neutral, in appearance giving everyone an 
‘equal’ chance to achieve success and to ‘pass’. This selection, however, can never be 
neutral. It is always a process of marginalising the less advantaged social groups and ensuring 
the maximum advantage for students from the dominant social groups as well as assuring 
their clean and trouble-free passage through the school system into the world of business 
and work. A head start in employment circles is further assured by additional procedures 
that secure their pole position through, for instance, interviews, that function to eliminate 
any lower class candidates who may have ‘passed’ academically but who do not have the 
fluency, the command of language, the battery of upper class mannerisms and etiquette 
that all come very naturally to upper class school graduates. So once again, a veil of fairness 
is made to conceal the real purpose of weeding out the few lucky ones from the subordinate 
social groups who may have gone through the sieve of the examination system. No one 
questions this process. 
 
Critical Pedagogy is concerned at the exclusionary nature of the selectivity exercised by 
dominant cultures in the education process. Williams in Apple (2004b) argues that: 
…selectivity is the point: the way in which from a whole 
possible area of past and present, certain meanings and 
practices are neglected and excluded. Even more crucially, 
some of these meanings are re-interpreted, diluted, or put 
into forms which appear to support or at least do not 
contradict other elements within the dominant culture. (p. 5) 
There is no prize for guessing whose meanings, experiences, and history are diluted, 
neglected and excluded. Apple suggests some very pointed questions that critical 
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pedagogues need to ask and seek honest answers to. These include: “Whose knowledge is 
it? Who selected it? Why is it organised and taught in this way? Why is it taught to this 
particular group?” (Apple, 2004b, p. 6). Asking such questions, Apple is convinced, clarifies 
“…the linkages between economic and political power, and the knowledge made available 
(and knowledge not made available) to students” (Apple, 2004b, p. 6). 
 
The reality surrounding the selective inclusion of some knowledge and the simultaneous 
exclusion of other knowledge is discussed in greater detail later in this chapter. Suffice it to 
note that the prerogative to select what knowledge to include and what knowledge to 
exclude is a very empowering responsibility upon those who do it, while it is extremely 
disempowering to the disadvantaged who wait powerlessly at the receiving end of the 
process. Apple (2004b) picks out as examples, workers and women in society when he says: 
The selective tradition dictates that we do not teach, or will 
selectively re-interpret (and hence will soon forget), serious 
labour or women’s history. Yet we do teach elite and military 
history. Whatever economics is taught is dominated by a 
perspective that grows out of the National Association of 
Manufacturers or its equivalent. And honest information 
about countries that have organised themselves around 
alternative social principles is hard to find. (p. 7) 
In the example, the reasons for the side-lining of knowledge on labour and women are not 
difficult to see. Labour, for instance, is a working class cause, pitted against a powerful 
dominant capitalist culture that is undergirded by economic control and supported by legal, 
religious, legislative and judicial structures. Women too are largely, except in very recent 
times, a section of society that has endured a less-than-equal status with their male 
counterparts. The subdued portrayal of women’s successes, character and stature in 
textbooks and historical epics has relegated them invariably to an inferior position in society. 
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I now turn to examine some reasons why relations of domination and subordination 
continue to exist and how they are sustained.  
 
3.4 HEGEMONY AND THE CONTINUED EXISTENCE OF RELATIONS OF DOMINATION AND 
SUBORDINATION 
As stated earlier in this chapter, the form that domination has taken in the modern age is 
characteristically hegemonic. As described by Darder et al. (2009): 
…domination has assumed a new form. Instead of being 
exercised primarily through the use of physical force (the army 
and the police), the power of the ruling classes … is now 
reproduced through a form of ideological hegemony: that is, it 
(is) established primarily through the rule of consent, and 
mediated via cultural institutions such as schools, family, mass 
media, churches etc. (p. 38) 
Schools, and by implication, teacher education institutions, are complicit in this 
arrangement. Since such domination does not rely on overt means of control, structures and 
systems are put in place that effect the control in an all very subtle and innocuous way so 
that the controlled groups do not view their situation as one of being dominated. The 
education system is one of such structures that effectively anaesthetises the disadvantaged 
so that they see their lot as natural and unavoidable. This is hegemony. The 21st Century 
Schools, a movement promoting Critical Pedagogy, asserts that: 
Under hegemony, those who are oppressed give their 
permission to be oppressed to those who dominate them. It is 
a subtle, almost invisible, form of control, in which everyone 
(including the oppressors and the oppressed) believe it is the 
only way, the right way (21stschools.com, 2015). 
Hegemony does not allow the people involved to envisage any alternative social order. 
Under the ideological umbrella of hegemony, deep inequalities and social malformations 
may exist and these may remain vaguely visible to all, but they are explained away by the 
appearance of everyone living under similar conditions with open opportunities for all. 
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People are made to believe that the playing field of life’s chances is fair, and that different 
people only end up achieving differently because of their personal effort, intelligence or 
resourcefulness. Any failure or success is deliberately individualised to prevent people from 
associating such outcomes with any group characteristics or conditions. In this view, no one 
is made culpable for anyone else’s suffering or disadvantage. If anything, the marginalised 
groups, as persons, are convinced that they are to blame for their condition, thereby 
effectively exonerating the perpetrators of that condition. Thus hegemony thrives on its 
calculated invisibility. 
 
It would therefore, only be fitting for Critical Pedagogy to be concerned with efforts to make 
these hegemonic arrangements and structures visible to all. As argued above, Critical 
Pedagogy needs to work to lift the veil that attributes a false innocence and guiltlessness on 
the dominant groups, while heaping all self-blame and self-pity upon the disadvantaged 
subordinate groups. 
 
Since this study is on teacher education, any such unveiling of structures of domination and 
their effects on groups in the learning community has to focus on what goes on – and what 
might go on – in these institutions. Suggestions from several quarters might offer some 
direction in this regard. 
 
Moen (2008) advises that “students need to be given the opportunity to broaden their own 
perspectives and bring in examples from their everyday lives to relate to the issues under 
discussion” (p. 146). The call here is to make the personal experiences of the individual 
students count in the education process. This would directly serve to prevent the 
marginalisation of the cultural experiences of the dominated classes and, more importantly, 
it goes a long way to make the learning relevant to such groups. Of significance, such an 
approach would effectively connect the learned material to the real lived and felt 
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experiences of the students. In support of this stance, Shor in White (2012) equally notes 
that empowering education must involve “…the exploration of subject matter in its social 
context, with critical themes and bodies of knowledge integrated into the student language 
and experience” (p. 23). Airing similar sentiments, Gur-Ze’ev (2005) says Critical Theory calls 
for “…situated reasoning and knowledge, stressing the importance of context and the social 
construction of reality that allows constant reconstruction” (p. 357). Both Shor and Gur-
Ze’ev regard the context of knowledge as crucial in understanding its full import. Traditional 
education practices tend to de-contextualise and depoliticise the knowledge it presents to 
students. It offers the knowledge as objective, disinterested and ideologically non-aligned 
facts that have no alternative to them, and that are to be accepted without question. On the 
contrary, any body of knowledge should be recognised as a social construction, created and 
disseminated by a particular group of people existing in a specific context and therefore 
open to scrutiny and, very importantly, to reconstruction within the students’ situation. All 
knowledge need a re-contextualisation in the light of the existing experiences, histories and 
knowledge of all the groups to which it is presented. Critical Pedagogy demands that any 
content taught to any group must accept re-interpretation, interrogation and adaptation 
within the context in which it is to be applied, and that context is most likely to be 
significantly different from the one in which the content was originally created. 
 
3.5 THE NEXUS BETWEEN CRITICAL THINKING AND CRITICAL PEDAGOGY IN CRITICALITY      
DEVELOPMENT 
As this chapter draws to a close, it behoves me to consider the delicate relationship between 
critical thinking and critical pedagogy, especially as the two relate to the development of 
criticality. This serves to juxtapose the two chapters that have looked at critical thinking and 
critical pedagogy respectively. 
 
While there are undeniable relationships between them, critical thinking and critical 
pedagogy are also worlds apart in significant ways. Yamada (2009) discusses the differences 
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between critical thinking and critical pedagogy and explores the extent to which each of 
them is related to criticality. The distinction and comparisons drawn are very informative. In 
the analysis, critical thinking is primarily concerned with the development of thinking skills 
that serve to help an individual to assess and judge one’s thinking and one’s claims to 
knowledge or beliefs. “It is focused on the individual and their development as thinking 
beings” (Yamada, 2009, p. 12). As such its main domain is in the classroom, and it is often 
developed within specific educational disciplines where the nature of justification varies 
somewhat between areas of study, e.g. History and Science. Although critical thinking skills 
may be transferrable between areas of knowledge, they invariably may need to be cultivated 
in relation to specific disciplines on the curriculum. 
 
Critical pedagogy, on the other hand, is not a set of thinking skills. Yamada (2009) points out 
that critical pedagogy is not something one studies or a method of learning. To him, “critical 
pedagogy … is not a method; it is a way of life” (p. 12). It is a process of meaning-making, 
negotiated between the teacher and the students, to construct an understanding of the 
world and to take action to change it. Rather than focusing on the thinking of persons as 
individuals and how defensible this thinking is - an inward-looking, self-critical perspective - 
critical pedagogy is interested in the way groups live in relationships of power, influence and 
control by some over others who are controlled, manipulated and silenced, a basically 
outward and social-critical worldview. Thus in critical pedagogy, the unit of primary concern 
is the society, the social relationships between social groups and not the individual or the 
mere validity of one’s thinking. In this way, Yamada (2009) classifies critical thinking as a 
“smaller scale” process, a micro process, in comparison to the macro interests of critical 
pedagogy which pay attention to systemic realities and human-designed arrangements that 
determine the stark unequal power blocs that benefit some and disadvantage others (p. 12). 
Focused as it is on the world society, critical pedagogy strives to develop critical citizens who 
clearly see the need for them to be involved in transforming that world in favour of 
democratic systems built on social justice and equality. It is thus a truly ‘political’ agenda 
83 
 
and, of necessity, a collective mission (Yamada, 2009, p. 12). This makes critical pedagogy a 
social rather than an individual affair, a dialogical lived transformative experience, not just 
an intellectual set of thinking skills, an invitation to action rather than an exhortation to 
careful reflection. 
 
There are, evidently, wide differences between the two. However, these differences should 
not blind us to the similarity and points of consensus between the two. Both critical thinking 
and critical pedagogy concur in their call for a critical and questioning attitude in our human 
affairs. As Burbules and Berk (1999) note, “What both critical pedagogy and critical thinking 
share is to be sceptical towards commonly accepted truisms” (p. 55). The sceptical basis of 
both critical thinking and critical pedagogy appear to be the nexus that connects the two to 
criticality. I am convinced that one can arrive at some form of criticality from either angle. 
Nevertheless, the nature of criticality arrived at through critical thinking can only be a light 
or ‘soft’ form of criticality, set to address one’s, and others’ processes of thinking and 
reasoning, largely on a personal level. To achieve a higher and more robust type of criticality, 
it is necessary to take a broader view of society and analyse it for conditions that are created 
by the privileged, ostensibly to maintain order and ‘natural’ hierarchy in the existing social 
system, but in reality to protect and sustain the privileges accorded to them in the status 
quo. 
 
In spite of the divergent goals and disparate constituent natures mentioned above, critical 
thinking remains a highly portentous basis for the development of criticality in critical 
pedagogy. A person who has learned to question one’s own assumptions, subjecting own 
thinking to serious scrutiny using definite standards, and refusing to take things for granted 
in one’s thinking, will find such skills invaluable in analysing and rejecting the ‘naturalised 
systems of injustice’ that are prevalent in modern societies. The individual will only need to 
learn to turn the scrutiny and criticism into a collaborative effort, a social process, not an 
individual and personal one as is found in critical thinking. In my view, therefore, it may be 
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highly profitable and quite effective to harness the individual skills learned in critical thinking 
in the classroom in an attempt to develop criticality through critical pedagogy. In other 
words, critical thinking can support critical pedagogy in teaching one to ask the searching 
questions and questioning the distorted social realities in order to disrupt them with the aim 
of creating a more just and equitable social order. Nevertheless, thinking of moving similarly 
in reverse, by expecting the gains of critical pedagogy to inform personal thinking skills, 
would sound rather impractical and illogical. Thus critical thinking might initially help an 
individual in developing criticality, but it also puts the person at the grievous risk of 
remaining individualistic and selfish in outlook, when critical pedagogy and ‘hard’ criticality 
call for a social and systemic approach that is both collective and selfless. 
 
So, is this nexus between critical thinking and critical pedagogy meaningful? I am tempted 
to suggest that the nexus may exist, tenuous though it may be. I however, remain open to 
findings in the ensuing chapters that seek the views of teacher educators on the issues 
surrounding the development of criticality in institutions of teacher education. It is clear 
though, that the question of whether to choose critical thinking or critical pedagogy in 
efforts to cultivate criticality should never arise. The two approaches are very different in 
their focus, their aims and in their methodology. And if neither of them directly undermines 
the other, one is tempted to argue for a promotion of both so that in the end, we develop 
human subjects (not products) who are habitually critical about their thinking and the 
thinking of others (critical thinking), and who view society, social relations and the world 
stage from a critical lens (critical pedagogy). It only serves to make the person and society 
doubly critical and no harm can come out of it. If anything, greater social justice can be 
achieved, though more from the latter than from the former.  
 
3.6  CHAPTER SUMMARY 
This chapter has taken a hard look at critical pedagogy, its origins and its relationship to the 
development of criticality. Critical pedagogy, it has emerged, is a lot more instrumental to 
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society because of its focus on social structures and the inequalities engendered in them,  
than critical thinking which is more inward looking and personal in its approach to criticality. 
I have also attempted in the chapter to compare and contrast critical thinking and critical 
pedagogy, and in the process tried to find the connections and strands of symbiosis between 
them. 
 
The next chapter discusses issues of research methodology. It cannot be overemphasised 
that the methodological considerations and choices of any study are the anchor of both the 
process and the findings, and they jointly determine the quality and value of the new 
knowledge gained and the suggestions offered. 
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CHAPTER 4 
 RESEARCH METHODOLOGY 
 
4.1 INTRODUCTION 
The two preceding chapters explored the twin major conceptual fields that underlie the 
concerns of this study, namely Critical Thinking and Critical Pedagogy. The meaning of these 
concepts, their origins and devlopment, and their possible contribution towards the 
development of criticality in education in general and in teacher education in particular were 
discussed and established. This chapter locates the methodological parameters of the study. 
In the chapter, I chart the major choices that I made in the process, and I offer the rationale 
and justification for these choices. 
 
The strength and quality of any research effort is directly linked to the methodology used. 
The need to ensure a close fit between the problem and the purpose of a research study and 
its methods cannot be overemphasised. Robust research study results based on a weak or 
inappropriate research methodology would be a contradiction, just as reaching a correct 
destination using a route that goes in the opposite direction from a point. It was therefore 
imperative that I made appropriate and relevant justifiable selections on the methodological 
front, from the paradigm, the research methodology, the research methods right through to 
data analysis and ethical considerations, in order to ensure that the study’s results would be 
credible, trustworthy, and useful to the context under study. 
 
4.2 THE RESEARCH METHODOLOGY 
This study was firmly located in the qualitative research approach. Here I discuss the 
meaning and relative merits and demerits of adopting this approach for the study. 
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4.2.1 The meaning of qualitative research 
Qualitative research does not lend itself to easy and precise definition. Nevertheless, it is 
possible, and indeed necessary, that I explain my understanding of it and why I chose to use 
this paradigm. 
 
To begin with, qualitative research is appropriate where the interest of a study is social 
reality that is not clearly visible in people’s lives, reality that is either obscured, distorted or 
merely taken for granted in the ordinary course of social processes. The power of qualitative 
research to explore and expose such reality and practices in the real natural social settings 
was a strong reason for my choice. According to Denzin and Lincoln (2000):  
 Qualitative research is a situated activity that locates the 
observer in the world. It consists of a set of interpretive 
material practices that makes the world visible. These 
practices … turn the world into a series of representations 
including field notes, interviews, conversations, photographs, 
recordings, and memos to the self. At this level, qualitative 
research involves an interpretive, naturalistic approach to the 
world. This means that qualitative researchers study things in 
their natural settings, attempting to make sense of, or to 
interpret, phenomena in terms of the meanings people bring 
to them. (p. 3) 
 
The qualitative approach enabled me to analyse the real world of teacher educators in their 
natural setting, using in-depth discussions to explore the reality of their practice and make 
visible the presence or absence of criticality in their teacher education processes. It made 
their own meanings count in the conversations that attempted to interpret the social 
realities of their world. Because most qualitative methods are interpretive, they were 
invaluable in my attempt, along with the participants, to examine the social events in the 
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settings, with a view to understand the meaning and significance of these events to the 
participants. 
 
The distinction between qualitative and quantitative methods was another reason that 
influenced my choice. Stake (2010) claims: 
Perhaps the most important methodological differences 
between qualitative and quantitative (research) are twofold: 
the difference between (1) aiming for explanation and (2) 
aiming for understanding, and the difference between (1) a 
personal role and (2) an impersonal role for the researcher. 
Both will be differences in shading, varying over time, of the 
choices usually to be made by the researcher. (p. 20) 
In this research, I refused to be satisfied with mere explanations of what Critical Thinking or 
Critical Pedagogy are, or merely whether or not these existed in Zimbabwe teacher 
education. I sought in depth understanding of these phenomena with a view to influencing 
action to bring them about and sustain them. This could only be supported by a qualitative 
approach. In addition, as a researcher, I preferred to assume an active and a very personal 
role in the study. I could not adopt the position of a disinterested, impersonal bystander 
analysing objective social phenomena. This located me as a qualitative researcher.  
 
Some research theorists argue that there are significant areas of overlap between qualitative 
and quantitative research. Stake (2010) for example, contends that “… the distinction 
between quantitative and qualitative methods is a matter of emphasis more than a discrete 
boundary” (p. 19). However, even then, I hold that the approach adopted in the current 
study was decidedly qualitative. The generation of statistics or the reliance on the quantity 
of opinions or responses from participants were not decision-making or result-influencing 
considerations. The strength of any viewpoint raised in the data was based on the 
impression it made and the manner in which it was expressed, not on the numbers of 
participants who put it forward.  
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The qualitative paradigm was the approach of choice because of its merits. Its relative 
disadvantages were also seriously considered. These are discussed below. 
 
4.2.2 The merits of using qualitative research 
One of the major reasons for the growing popularity of qualitative research in the late 20th 
Century to the present is its adherents’ dissatisfaction with mechanical explanations of the 
world, characterised by a simple cause-effect understanding of social phenomena. It is 
significant that “Qualitative research has moved social research away from an emphasis on 
cause-and-effect explanation and toward personal interpretation” (Stake, 2010, p. 31). This 
has brought social research closer to the research participants’ own understanding, 
perceptions and interpretations of social realities in their environment. It avoids imposing 
the researcher’s meaning and explanations, and it therefore makes the findings truly 
contextual and, hopefully, more useful to the participants. 
 
Another strength of qualitative inquiry lies in its appreciation of the unique nature of specific 
social phenomena. By using each situation as a case, qualitative research places great value 
on the individual characteristics of the case, and it interprets it on its own terms over and 
above understanding its relation to other related cases. Stake (2010) expresses this 
succinctly saying: “…the case, the activity, the event … is seen as unique as well as common. 
Understanding the case requires an understanding of other cases, things and events but also 
an emphasis on its uniqueness” (p. 31). The individuality of each case is respected. In this 
study, each of the two institutions was considered separately to ensure that its unique 
features stood out. Minimal comparison was allowed as I strongly felt that the findings in 
one should not influence the findings in the other. A few parallels, however, were drawn in 
the last chapters, although these did not in any way amount to generalisations. 
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Qualitative research is equally distinguished by its ability to generate rich data in the 
environment under study, and by its capability to use rigorous reflective analysis to derive 
deep meaning from it. In the words of Stake (2010), “It is common for people to suppose 
that qualitative research is marked by rich description of personal action and complex 
environments, but the qualitative approach is equally distinguished … for the integrity of its 
thinking” (p. 31). The sense-making processes are critical in qualitative studies as they bring 
social realities into sharp visibility for all to see, including both the researcher and the 
participants. 
 
A further advantage that characterises qualitative research is its preference for the personal 
perspectives provided by people involved in the social world. Describing qualitative 
researchers, Stake (2010) aptly says: 
When they cannot see for themselves, they ask others who 
have seen. When there are formal records kept, they search 
for the documents. But they favour a personal capture of the 
experience, so that they can interpret it, recognise its contexts 
(and) puzzle its many meanings. (p. 32) 
This allowed me to obtain real personal experiences from the participants and these 
personal accounts enabled me to interpret the experiences within the contexts in which they 
occurred. Remaining faithful to context was a significant concern in this study. 
 
As a qualitative inquiry, I also enjoyed the non-interventionist stance that enabled me to 
avoid creating artifical conditions just in order to test my hypotheses, as quantitative studies 
often do. This is supported by Stake (2010) who argues that: 
For all the intrusion into habitats and personal affairs, most 
qualitative researchers are non-interventionists. They shy 
away from instigating an activity to study the thing … Other 
than positioning themselves, they avoid creating situations to 
test their hypotheses. (p. 32) 
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Indeed, I moved into the workplaces of the participants, but I relied on their own 
descriptions of their environment without artificially trying to create my desired situation 
for the study. This allowed intrusion, but clearly it avoided intervention. 
 
4.2.3 Demerits of the qualitative research approach 
It is critical to point out some weaknesses associated with qualitative research and the 
criticisms that are often levelled against it, especially those that are pertinent to this study. 
 
Critics of qualitative research highlight its subjective nature, arguing as they do that the 
processes and findings of such research are coloured to a great extent by the personal views 
and beliefs of the researcher. Stake (2010) cites such critics as saying: 
Qualitative research is subjective. It is personalistic. Its 
contribution towards an improved and disciplined science are 
slow and tendentious. New questions emerge more frequently 
than new answers. The results pay off little in the 
advancement of social practice. The ethical risks are 
substantial. And the cost is high. (p. 28) 
In their view, such subjective influence compromises the reliability of the findings. In 
contrast, in most quantitative studies, the researcher is at pains to distance himself/herself 
from the research in order to obtain an objective perspective of the situation under study. 
However, in qualitative inquiry, subjectivity is a strength rather than a weakness in the study 
of social phenomena. The researcher needs to bring his/her knowledge, views and 
understanding into the research, just like he/she must accept the research participants’ 
knowledge, views and understandings in the process of trying to make sense of the social 
phenomena that are of interest. Such subjective meanings become the building blocks 
towards constructing joint meanings and social perspectives that help the researcher and 
participants to form a truly contextual sense of the situation. In that regard, I see the 
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subjective nature of qualitative research as something that aids understanding, rather than 
one that impedes it. I would therefore, agree with Stake (2010) who offers no apology for 
subjectivity in the qualitative approach, stating, “… subjectivity is not seen by (qualitative 
researchers) as a failing, something to be eliminated, but as an essential element for 
understanding human activity” (p. 29). 
 
In this research, my subjectivity was a critical component, in the same way as each 
participant’s subjective interpretation of the existing teacher education processes went a 
long way to enable a rich understanding of what else needs to be done to encourage the 
development of criticality in the system. The argument that qualitative studies raise more 
questions than answers is indeed typical of this kind of research. My aim in carrying out this 
study was never to arrive at definitive clear-cut answers to the issues and problems related 
to criticality in teacher education. As a critical researcher, I was immensely satisfied when 
participants began to frame the searching questions that query their own practices and 
mental orientations which they are tempted to take for granted in the ordinary course of 
business. In qualitative research this interrogation of existing structures and practices is the 
beginning of the search for meaningful and transformative answers. In this light, it was good 
enough if the study ended up with more questions than answers, because once the right 
kind of questions start being asked, the human mind does not rest until satisfactory answers 
are generated, now or in the medium and long-term prospect. 
 
Another centre of criticism of qualitative research is the lengthy duration of most such 
studies, necessitating increased costs and involving greater person hours to complete it than 
other forms of research that are short and inexpensive to run. Stake (2010) says non-
qualitative research proponents argue that: 
The phenomena being studied by qualitative researchers are 
often long and episodic and evolving. It often takes  a long time 
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to come to understand what is going on, how it all works. The 
research is labour intensive and the costs are high. (p. 29) 
 Be that as it may, I contend that the length of time it takes to carry out a qualitative research 
study is directly related to the level of depth that is to be achieved in the analysis of the 
relevant phenomena. A snappy, almost photographic analysis of a phenomenon, as is the 
norm in descriptive surveys, may be welcome if all that is sought is a surface understanding 
of a situation. Qualitative studies almost invariably prefer to reach an in-depth analysis of 
the situation to unravel and discover the deep-seated structures and their hidden 
justifications. This calls for time, often involving lengthy engagement with participants in 
their natural settings. The longer the engagement, the more authentic and useful the 
fingings become. It is important to point out though, that there are no hard and fast rules 
about the required duration of a qualitative study. 
 
Similarly, the argument that qualitative research is ‘labour intensive’ and costly need not be 
overgeneralised. The amount of labour involved in a specific research study should be 
directly commensurate with its size and duration, and so this amount is relative to the study, 
irrespective of its qualitative or quantitative nature. All the costs that were necessary in 
carrying out this study were, in my view, reasonable as they were directly linked to the size 
of the study and the length of time that was necessary to achieve adequate depth to the 
analysis of the issues involved. At no point did I need to cut back on expenses that were 
legitimately required to ensure the smooth running of the research processes. 
 
Lastly, qualitative research is sometimes criticised for the failure by researchers to 
appreciate their weaknesses and biases when they conduct their studies. Stake (2010) 
expresses the view that “misunderstandings may occur partly because we researcher-
interpreters are unaware of our own intellectual shortcomings …” (p. 29). 
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Paradoxically, however, it is because the qualitative researcher is one of the main 
instruments of data generation that he/she must not only understand own biases and 
prejudices, but also openly declare these in the research report. As such, it is much more 
incumbent upon the qualitative researcher than other researchers, to clearly state one’s 
level of involvement, and one’s appreciation of personal weaknesses and biases that may 
affect the findings of the study. 
 
When all this has been said, it is evident that while the qualitative form of research may have 
some weaknesses, many of these shortcomings, on close analysis, can also be its unique 
strengths, and the advantages associated with it far outweigh the disadvantages. 
 
4.3 THE RESEARCH PARADIGM: CRITICAL SOCIAL RESEARCH 
In this study, I chose to adopt critical social research as my research paradigm. This section 
explains what critical social research is, what it does, and how it differs from non-critical 
research approaches. 
 
4.3.1 The basic assumptions of critical social research 
The choice of the critical social research paradigm was influenced by a host of factors, 
prominent among which were its main assumptions. In its ontology, critical research holds 
that reality exists, and that most social reality has been created by directed social bias. This 
ontological assumption was well in line with my study which believes that the teacher 
education system under study has been deliberately created and maintained by social 
groups for specific purposes, some of them clear and overt, but a lot of them latent and 
covert. This reality that is created by certain social groups tends to privilege some people in 
society against others. Understanding hegemony (a concept discussed below) can help to 
shed light on this reality by enabling me to unpack and unravel it to reveal its true nature. 
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The epistemological assumptions of critical social research centre on the need to understand 
the view of oppressed groups in society by uncovering the contradictory conditions of action 
which are hidden or distorted by everyday understanding, and to work to help change social 
conditions. In this light, this study sought to establish an understanding of the reality belying 
teacher education processes, a reality that is steeped in inequality and that benefits some 
groups at the expense of others in ways that appear all too legitimate and fair. According to 
Willis (2007) critical research: 
… seeks to expose dominating or oppressive relationships in 
society. It illuminates power relationships between individuals 
and groups of individuals, enabling the researcher and 
participants to be willing to be aware of how a false 
understanding contributes to oppression and resistance. (p. 
82) 
Uncovering this distorted reality lay at the heart of this research and this allowed 
participants and the researcher to find ways to change it. This concern could only be satisfied 
by adopting a critical social research approach. 
 
The methodological assumptions of critical social research favour critical analysis, historic 
review and active participation in programmes of action to subvert and disrupt the realities 
of social inequality. The first two of these aspects, critical analysis and historic review, were 
directly relevant to this study. The study called for critical analysis at all stages. Such analysis 
guided the interrogation of the teacher education practices to aid a deep understanding of 
their underlying rationale and effects on different groups of people. The aim was not merely 
to describe the state of affairs as apparent to the participants, but also to critically dissect 
the familiar processes in a deep meaning-making and sense-making process that reached 
beyond appearances to the hidden intentions and unsaid agendas lying behind the veil of a 
fair and disinterested education programme. Critical analysis was thus an essential 
handmaid to the research activities. The second aspect, historic review, was used too to shed 
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light on the continuities that have persisted and parallels that have largely gone 
unquestioned over the years. The third assumption, participation in programmes of action, 
was not used to any significant extent. Nevertheless, it was my hope that the revelations 
and critical expositions resulting from the in-depth discussions would inevitably lead to 
social action on the part of the direct participants, and, by extension, among those whom 
they deal with in their professional activities. Disseminating the research findings may also 
serve to shake the conscience of many an interested reader, and in turn, invoke both 
personal and social programmes of action with disadvantaged and marginalised groups. 
 
Hayes, Steinberg and Tobin (2011) offer a list of assumptions that drive critical social 
research. In their view, a critical researcher accepts certain basic assumptions. The four 
assumptions that I found to be directly relevant to this research were: 
• All thought is fundamentally mediated by power relations 
that are socially and historically constituted; 
• Certain groups in any society and particular societies are 
privileged over others and, although the privileging may vary 
widely, the oppression that characterises contemporary 
societies is most forcefully reproduced when subordinates 
accept their social status as natural, necessary, or inevitable; 
• Oppression has many faces, and focusing on only one at the 
expense of the others (e.g. class oppression versus racism) 
often elides the interconnection among them; and finally, 
• Most research practices are generally, although most often 
unwittingly, implicated in the reproduction of systems of 
class, race, and gender oppression. (p. 69) 
While I used the first three to inform my study, I used the fourth to help me avoid the pitfall 
of producing a research study that merely consolidated existing malformations in society. 
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4.3.2 Characteristics of critical social research 
In this part, I attempt to precisely locate this study within the critical social research 
paradigm. I also discuss the characteristics of this research approach that I found to be 
relevant to the inquiry, characteristics that I used to guide the research. 
 
From the onset, my methological considerations faced the dilemma of making the study 
emancipatory or transformative. Although the easy way out would have been to make it 
both emnacipatory and transformative, I chose to make it transformative with close advice 
from Mertens (2009). Mertens at first placed critical social research in education in the 
emancipatory paradigm. Later, however, he changed and located it in the transformative 
realm. In his contention, he considered critical educational research to be transformative “… 
because of a desire to emphasise the agency role of the people involved in the research. 
Rather than being emancipated, we work together for personal and social transformation” 
(Mertens, 2009, p. 2).  
 
In my study, I wanted to allow the research participants to take an active agentic role, not a 
passive, recipient role. This called for transformative methodologies. Like Freire (1972) 
insists, social transformation cannot be engineered by an outsider and handed to a 
disadvantaged community on a silver platter. Rather, the community must itself be engaged 
in reflection so that it discovers the real causes of its oppression and find their own course(s) 
of action to restore social justice. Thus the transformative approach was roped in. Mertens 
(2009) further links transformative research to the pursuit of social justice, saying, “I offer 
the transformative paradigm as an overarching metaphysical framework to address the 
anomalies that arise when researchers, evaluators and community members express 
frustrations that their efforts are falling short of the desired mark in terms of social justice” 
(p. 3). 
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Since one of the triumphs of hegemony is the silencing of large groups of people by making 
everyone believe that their voices are not important, transformative research strives to 
bring back the voices of the marginalised people, and making them realise that their thinking 
matters. In the words of Mertens (2009), “The transformative paradigm emerged in 
response to individuals who have been pushed to the societal margins throughout history 
and who are finding a means to bring their voices into the world of research” (p. 3). The 
search for social justice and the re-centrering of marginalised voices in protest against 
inequalities in society and in education were central issues in this study.  
 
Critical social research pays particular attention to the relative importance given to different 
knowledge forms in society, where some groups’ knowledge is prized and used while other 
groups have their knowledge suppressed, ignored or even trashed. Muncie in Jupp (Jupp, 
2006) explains this process aptly when he says, “critical social research attempts to reveal 
the socio-historical specificity of knowledge and to shed light on how particular knowledges 
reproduce structural relations of inequality and oppression” (p.15). Mertens (2009) concurs 
with Muncie, even though he suggests a slightly different route to achieve social justice. For 
Mertens (2009), research should take the role of making visible social inequities and 
supporting processes of social change in order to further the cause of social justice (p. 5). In 
this study, revealing inequalities and making visible structures and processes that serve to 
marginalise social groups were central concerns. 
 
It is also important to understand the critical nature of critical social research. Harvey (2011) 
distinguishes critical research from non-critical inquiry and clarifies the substance of the 
former. In his analysis: 
The difference between critical approaches and non-critical 
approaches is not the difference between the presence and 
absence of critique. Rather it is the difference between 
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approaches in which critique is an integral part of the process 
and those in which it is peripheral. (p. 8) 
In critical social research, the reader does not look for a section towards the end of the report 
that critiques issues arising from the study, or just one or two critical recommendations. The 
whole study has to be distinctively critical. Critique is ingrained and embodied in every 
aspect of the research. It follows, therefore, that in this study, even the research methods 
had to be critical in orientation. In the words of Harvey (2011), “Critical social research 
involves an epistemological perspective in which knowledge and critique are intertwined. 
Indeed, it is arguable that for a critical methodologist, knowledge is critique” (p. 5). 
 
The critical nature of critical social research means that it: 
… does not take the apparent social structure, social 
processes, or accepted history for granted. It tries to dig 
beneath the surface of appearances. It asks how social systems 
really work, how ideology or history conceals the processes 
which oppress and control people. Critical social research is 
intrinsically critical. It assumes that a critical process informs 
knowledge. In its engagement with oppressive structures, it 
questions the nature of prevailing knowledge and directs 
attention at the processes and institutions which legitimate 
knowledge.    (Harvey,  2011, p. 7) 
 
This became the purpose of the focus group discussions held with participants in this study. 
The aim was to explore existing social structures and processes below the surface in order 
to reach a better informed appreciation of what is ordinarily invisible to persons in the 
situation. 
 
The study also adopted a critical view of knowledge by asking whether knowledge can ever 
truly be a disinterested commodity. Is the information taught in schools or colleges neutral? 
According to Harvey (2011): 
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Knowledge is not a bucket into which grains of information are 
dropped in the hope that they somehow coalesce into some 
kind of explanation of the world. For critical methodologists, 
knowledge is a process of moving towards an understanding 
of the world and of the knowledge which structures our 
perceptions of that world. (p. 5) 
On analysis, no knowledge or information is entirely neutral. Every piece of information is 
socially formulated and historically situated in time and place to give a particular 
understanding of the world to a specific group of people to their advantage, or more often, 
to their disadvantage. Bayne (2009) states categorically that “… no information presented 
to us is in a pristine state. The way in which we see the world is always contextualised, being 
of a multi-layered, bricolage nature ...” (p. 565). 
 
To this end, it is my humble and very open admission in this research that I am not only a 
product of the uncritical and overwhelmingly transmission-based education system that this 
study critiques, but I have also been a willing instrument of the same system as an 
educational practitioner in the classrooms and lecture halls where I have worked. Indeed 
one of my greatest fears is that my long term association with the present object of criticism 
may in many ways blind me to its true nature, and especially its shortcomings, and prevent 
me from identifying and proposing workable alternatives. In the process of the research, I 
was therefore always cognisant of the need to remain wide awake to, and keenly aware of, 
the biases arising from my historical involvement with the teacher education system. I had 
to keep fighting the blinkers and ideological-cum-pedagogical short-sightedness that result 
from years of unquestioning and unexamined educational practice. Together with the 
participants, we attempted to walk the perspective-changing journey that would enable us 
to give voice to the voiceless, that would encourage bringing the marginalised to the centre 
of teacher education practice, and that would foreground the teacher education students’ 
personal and social experiences in grappling with the course content in the programme. In 
the true sense of critical research, I was prepared to embark on a research journey together 
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with the research participants, a learning journey where we all accepted, individually and 
collectively, a grave responsibility to analyse, query, question, interrogate, problematize and 
critique our teacher education practices with a view to transforming them wherever 
possible. 
 
Understanding the knowledge passed on in educational institutions requires much more 
than just acquiring this knowledge. It calls for people to read beyond the information 
imparted. Denzin and Lincoln (2011) point out that, “Critical pedagogical research must have 
a mandate to represent a form of reading that understands not only the words on the page, 
but the unstated dominant ideologies hidden between the sentences as well” (p. 165). This 
means that teacher educators and student teachers need to understand the dominant 
ideologies that lie hidden behind the seemingly innocuous material that they teach and 
learn. Many educational theories, including Piaget, Freud, Rousseau, and Parsons, are laden 
with heavy ideological content that is often unrevealed and occluded during teaching. That 
is why critical social research questions the system rather than the individual people’s 
actions. Indeed, concerned as it is, less with the individuals in a set up than with the context 
in which they live and operate, critical research critiques “the context where learning takes 
place, including the larger systems of society, the culture and institutions that shape 
educational practice, and the structural and historical conditions framing practice” 
(Merriam, 2009, p. 35). 
 
This is where the larger historical context of education in Zimbabwe calls for analysis. Both 
colonial and post-colonial systems appear to have colluded to systematically gag critical 
perspectives in the learning community for their benefit, or the benefit of neo-liberal capital. 
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4.3.3 Deconstruction and reconstruction as processes of critical social research 
Critical social research involves a twin process of deconstruction and reconstruction. This 
entails a breaking down of the social phenomena under scrutiny in order to understand and 
appreciate their basic constituents, the simple building blocks on which social meaning and 
structure are formed. This is however, not an end in itself, as the same reality has to be 
reconstructed to reveal the hidden reality behind the commonly accepted meanings and 
structures. Harvey (2011) explains this process clearly when he says: 
Critical social research is praxiological, so it is necessary to 
examine in detail how people collude in their own oppression, 
how they are persuaded to reproduce historical social 
structures. Critical social research is close and detailed study 
that shows how historical oppressive social structures are 
legitimated and reproduced in specific practices. Critical social 
research thus raises consciousness, subverts the legitimating 
processes and provides clear analyses of the nature and 
operation of the oppressive structures. (p. 158) 
The sense-making attempt that is facilitated by the ‘deconstruction-reconstruction’ process 
calls for a repeated comparison and analysis of opposite ends of the continuum on several 
fronts. An illustrative list of such comparisons is offered by Harvey (2011), who asserts that: 
Abstract analysis … is integrally related to the empirical 
enquiry, not something that stands apart from it. 
Conceptualisation, for the critical social researcher, is 
grounded in the material world. It is linked to practice. The 
deconstructive-reconstructive process which is at the heart of 
dialectical analysis involves a constant shuttling backwards 
and forwards between abstract concept and concrete data; 
between social totalities and particular phenomena; between 
current structures and historical development; between 
surface appearance and essence; between reflection and 
practice. (p. 24) 
The researcher and the participants in this research found that clearer understanding of the 
teacher education scenario had to consider individual lecturers’ concrete activities in 
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relation to institutional efforts, current practices in relation to historical precedents, and in 
the process, allow each one to shed light on the other. The focus group discussions had to 
be carefully steered to ensure that the two polar positions were adequately considered to 
provide meaningfully constructed understanding. 
 
4.3.4 Characteristics of the critical social research report 
A critical social research report is often a point of departure from other forms of research. 
Traditional research reporting tends to use a report structure that is quite predictable and 
that extols the research process which is presented as a series of distinct phases that form a 
logical sequence. Harvey (2011) says this logical structure comprises: 
… an introduction that provides an overview of the context, a 
literature review, the identification of the theoretical concern 
of the research, the specification of hypotheses, a central 
block of ‘results’, an analysis of the results, the implications for 
theory, and suggestions for further research. (p. 159) 
Suggesting that in critical social research such structure of reporting should be avoided, 
Harvey (2011) argues that a critical social research need not be unduly concerned with the 
logical structure of the report. He likens such a report to a story with a closely knit plot that 
presents relevant issues without necessarily adhering to a preset standard sequence. He 
writes: 
Instead, the critical social research report should be presented 
in a coherent form; a story with a plot. The details included in 
the final report should be interwoven into the fabric of the 
plot. Critical social research is primarily concerned with 
analysis and reporting of substantive issues rather than the 
artificial logic of the research process. (Harvey, 2011, p. 159) 
 
 
 
104 
 
4.4 RESEARCH DESIGN 
The research design adopted for this study had to respond to the research paradigm 
discussed earlier in this chapter. This section describes the research design, the sample and 
the sampling procedures used, the data generation tools, data analysis procedures adopted, 
issues influencing the trustworthiness of the study, and the ethical considerations respected. 
 
4.4.1 The case study research design 
In order to obtain the data to inform the research, I chose to adopt the case study research 
design. Two teacher education colleges were purposively selected for the purpose. One was 
a government college, while the other was a privately owned, church-run institution. Both 
colleges had been in existence for more than twenty (20) years, and I was confident that 
each had built an established tradition of teacher development practice, even though the 
staff complement at each would have witnessed small periodic renewals. 
 
I spared no effort to try and ensure that each of the cases remained independent in the data 
analysis procedures. The data and findings from the cases were not compared, except in the 
very final processes of drawing up conclusions. The reason for this was to recognise and 
respect the uniqueness of either case. Nevertheless, because I was personnaly involved in 
the data generation at both sites, my personal knowledge and views from the first institution 
might have influenced the processes and direction of data generation at the second site. My 
consciousness of this possibility, however, helped me to guard against this shortcoming as 
far as was possible. 
 
4.4.2 Sample and sampling procedures 
The need to achieve an in-depth understanding of the issues at each site called for a sample 
that was amenable to the main data generation method selected, which was focus group 
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discussion. As such, the numbers of participants included in each of the two samples were 6 
and 7 respectively. According to Rabiee (2004): 
The optimum number of participants for a focus group may 
vary. Krueger and Casey (2000) suggest between six and eight 
participants, as smaller groups show greater potential. 
However, the number generally suggested as being 
manageable is between six and ten participants; large enough 
to gain a variety of perspectives and small enough not to 
become disorderly and fragmented. (p. 656) 
My attention was specifically on the lecturers at the two institutions. This was because the 
development of criticality should primarily take place in the actual teaching-learning 
processes in teacher education. Admittedly, the college administration in the institutions has 
significant influence in providing an enabling environment for this to happen. I was 
convinced, nevertheless, that this could be the focus of a separate research study. 
 
4.4.3 Data generation methods 
Although a number of methods could have been used to generate data in this study, I 
deliberately chose to rely mainly on one method, the focus group discussion. Some 
document analysis was also done, principally to establish the existing state of criticality 
reflected in each college’s syllabi and teaching schemes, as well as in the recent examination 
question papers. Discussion here, thus centres largely on focus group discussion as a 
method. Subsequent document analysis was done to verify and triangulate the issues arising 
from the focus group discussions. 
 
4.4.3.1 Focus group discussion 
I employed the focus group discussion method because of what it is and what it does. Rabiee 
(2004) defines a focus group discussion as: 
106 
 
a technique involving the use of in-depth group interviews in 
which participants are selected because they are a purposive, 
although not necessarily representative, sampling of a specific 
population, this group being ‘focused’ on a given topic’.  
Participants in this type of research are, therefore, selected on 
the criteria that they would have something to say on the 
topic, are within the age-range, have similar socio-
characteristics and would be comfortable talking to the 
interviewer and to each other. (p. 655) 
The participants at both sites were selected because they were directly involved in teaching 
student tachers. They were therefore aware of the existing state of criticality in teacher 
education practice and they were best placed to competently discuss possibilities and needs 
in this regard. A group of lecturers who worked at the same institution were also likely to be 
familiar with each other, and therefore they were able to discuss comfortably and openly 
with each other. With a common background in the education system, and falling more or 
less within a limited age range (between 35 and 50 years on average), the participants shared 
relatively similar socio-cultural characteristics. This is encouraged when forming focus 
groups. 
 
Focus group discussions were also used because of their ability to allow interaction among 
research participants, something that is not possible in one-on-one interviews (Kitzinger 
1994). For this reason, focus group discussions did much more than simply obtaining 
individual views. Liamtuttong (2011) says “a focus group discussion is not simply a means for 
obtaining accounts of individuals. Rather it is a means to set up a negotiation of meanings 
through intra- and inter-personal debates” (p. 24). The negotiated meanings and debates 
enabled through focus group discussions made it possible to come up with refined positions 
on many issues. An individual viewpoint would be added to, analysed, clarified, or even 
countered by another’s, and clearer ideas would result. In line with this, Rabiee (2004) 
imputes that: 
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One of the distinct features of focus-group interviews is its 
group dynamics, hence the type and range of data generated 
through the social interaction of the group are often deeper 
and richer than those obtained from one-to-one interviews. … 
Focus groups could provide information about a range of ideas 
and feelings that individuals have about certain issues, as well 
as illuminating the differences in perspective between groups 
of individuals. (p. 656) 
Focus groups are often useful in exploring unkown territory in relation to an issue. Kitzinger 
(1994) strongly believes that: 
When group dynamics worked well, the co-participants acted 
as co-researchers taking the research into new and often 
unexpected directions and engaging in interactions which 
were both complementary (e.g. sharing common experiences) 
and argumentative (questioning, challenging, and disagreeing 
with each other). (p. 107) 
In the same vein, Tempkin (2015) says “When participants are stimulated to discuss, the 
group dynamics can generate new thinking about a topic which will result in a much more 
in-depth discussion” (p. 1). As stated by Kitzinger above, focus group discussions do not seek 
to establish consensus. The differences that come up between individuals in the group are 
taken seriously, and in the analysis of data, I regarded them just as important as the areas 
of agreement. In addition, interaction within groups necessarily required individuals to 
explain their opinions and views, which enriched and deepened the thinking in the group. 
Kitzinger (1994) states that “diversity within a group ensures that people are forced to 
explain the reasoning behind their thinking” (p. 113). 
 
The use of focus groups is also a very practical way to allow silenced social groups to find 
their voice and discuss issues that they would not normally discuss. Kitzinger (1994) observes 
that “focus groups have been used to ‘give a voice’ to marginalised groups such as ethnic 
minority groups, poor women and men, or people affected by stigmatised illnesses such as 
those with HIV/AIDS” (p. 7). Participants at both institutions were therefore afforded the 
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opportunity to speak out their minds in a manner that the system would ordinarily not allow 
them to. 
 
To ensure that the accuracy of the data generated was maintained, I recorded all the 
discussions on audio tape. I also wrote field notes to take note of significant observations, 
events and contexts surrounding the data generation process. I compiled a research journal 
containing my reflections to enable me to continuously review the information generated at 
any point in relation to the research problem and the research questions. This allowed the 
direction of the subsequent data generation episodes to be mapped, directed and 
focused/refocused. 
 
As a qualitative study, I became the main instrument for data generation. I used focus group 
discussions in an attempt to arrive at in-depth understanding of the teacher education 
space. The focus was to find out the nature and extent of critical reflection and the 
development of voice among student teachers within the teacher education processes. 
These provided clear indicators of the extent to which the teacher education practices 
resonate with critical thinking and critical pedagogy. 
 
I now turn to the advantages and disadvantages of the focus group discussion method. 
 
Advantages of focus group discussions 
One clear advantage of using focus group discussions in this study was the ample 
opportunity that was availed for researcher-participant interaction. This allowed me to keep 
the deliberations focused on the relevant issues, while I also strove to maintain a non-
interventionist stance. As Rabiee (2004) advises, the moderator must learn to be a careful 
listener and guide the discussion without participating directly in it. Striking a balance 
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between these positions was not easy, and I openly indicated in the data presentation, 
where excesses were unavoidable and why. Focus group discussions were also powerful as 
a method because they enabled participants to discuss and interact among themselves. It 
was possible for them to interact directly with each other, which enhanced the level of group 
dynamics.  
 
Liamputtong (2011) says another advantage of focus group discussions “…is their collective 
nature. This may suit people who cannot articulate their thoughts easily and provide 
collective power to marginalised people” (p. 2). Although participants in the samples had no 
problems articulating their views as they were all practising lecturers, the group forum 
allowed individuals to be prompted by other members’ contributions, resulting in healthy 
and very comprehensive proceedings. 
 
A strong advantage arising from the use of group discussions was that the researcher was 
physically present during the sessions. I therefore benefitted greatly from observing many 
non-verbal cues such as facial expressions and other gestures that gave me important 
insights into the participants’ emphasis, emotions and strength of conviction as they 
expressed their views. This added immensely to the interpretation of the data. Tempkin 
(2015) says “expressions other than those in verbal form, such as gestures and stimulated 
activities, can provide the researcher with useful insights” (p. 5).  
 
A third advantage of using focus group discussions lay in the duration of the data generation 
process. According to Rabiee (2004) “each group interview usually lasts 1-2 hours, based on 
the complexity of the topic under investigation, number of questions and the number of 
participants. It is therefore, ethical and good practice to warn participants about their time 
commitments” (p. 656). In this study, discussions one and a half hours (11/2 hours) and one 
hour and seventen minutes (1 hour, 17 minutes) in duration. The deciding factor in the 
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duration of the discussion was always saturation. The discussion of a specific issue would 
only be ended when ideas and arguments started to repeat what had been said earlier, or 
when the participants had nothing more to add. 
 
Even though individual discussions were quite long, between one and two hours, each 
discussion was structurally like interviewing many people at once. This meant that a very 
substantial amount of data and a very broad coverage of issues could be achieved with a 
single focus group discussion. Apart from the initial lengthy engagement to get familiar with 
the participants and to make them accustomed to the researcher, as well as the subsequent 
visits to sites for the purposes of member checking, the actual data gathering process was 
fairly short. Tempkin (2015) notes that in using this method, “information is provided more 
quickly than if people were interviewed separately. Focus group discussions are relatively 
quick and inexpensive” (p. 6). 
 
Lastly, the results of the data generated from focus group discussions were analysed 
descriptively using thick descriptions in order to capture all the voices and opinions. This 
made statistical representations and graphical constructions unnecessary. 
 
Disadvantages of focus group discussions 
In adopting the focus group discussion method, I was keenly aware of its possible drawbacks. 
A frequently cited weakness of focus group discussions  is the small sample size. It is argued 
that sample sizes between 5 and 12 are often not representative of the population they are 
drawn from. I was convinced, however, that as a qualitative inquiry, my focus was not on 
the numbers of people who held particular viewpoints, but the strength with which each 
individual opinion was expressed and the depth of emphasis such an opinion received. I was 
therefore very satisfied with the sample sizes that I used. Increasing the sample size would 
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also make it very difficult to focus the discussion, and to ensure every member’s full 
participation. 
 
Citing another disadvantage, Liamputtong (2011) warns that “group discussions can be 
difficult to steer and control, as time can be lost to irrelevant topics. An inexperienced 
moderator may face problems in controlling some participants who try to dominate the 
group” (p. 2). Being an inexperienced moderator myself, I firstly ensured that I read widely 
on the techniques of conducting focus group discussions. Secondly, I strove to be on the 
lookout for stray and irrelevant issues during the course of the discussions. I admit, however, 
that in the discussions, some highly relevant, but unanticipated points were raised and I had 
to use my discretion to allow them to be discussed because of their potential contributon to 
the research findings. 
 
A third disadvantage relates to the influence of peer pressure on participants and the strong 
temptation for participants to be convergent in the discussion. As Tempkin (2015) suggests, 
“respondents may feel peer pressure to give similar answers to the moderator’s questions, 
or simply to avoid disagreements. Other participants may be reluctant to share some 
sensitive ideas and concerns publicly” (p. 2). 
 
At the beginning of each discussion, I explicitly ancouraged the participants to avoid 
conformity and to express their genuinely individual views. Judging from the differences of 
opinion that was expressed on certain crucial issues, I was contented that any tendencies 
towards artificial convergence for the sake of it was minimised and such tendencies did not 
influence the study’s results to any significant extent. 
 
Lastly, Tempkin (2015) aptly hints that “the moderator’s skill in phrasing questions along 
with the setting can affect responses and skew results” (p. 1). While the concerns raised here 
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had the potential to negatively affect the qualitative study, the main questions that I 
intended to use in each focus group discussion were crafted beforehand. Follow up 
questions and probes had to be used as need arose, and these depended on the 
circumstance in each case, and on the nature and direction of the discussion. The prepared 
questions were, however, the guiding poles, and they ensured that the discussions were in 
line with the main research concerns. As far as the settings were concerned, great care was 
taken to use venues and times that were convenient to the participants and that did not 
present distractions and disruptions. It must be noted, admittedly though, that the 
conditions in the venue used at one case site was a little less conducive than that in the other 
one. This was because of the general shortages of working space in that institution, where 
the college shares its facilities with another institution. In spite of that, the discussions were 
carried out without major hitches. 
 
On the whole, I chose to use focus group discussions because the strengths of this method 
of data generation outweigh its relative weaknesses. 
 
4.4.3.2 Document analysis 
I used document analysis as a data generation technique in my scrutiny of the teacher 
education syllabi and examination question papers. According to Hefferman (2001), 
“document analysis is a social research method and it is an important research tool its own 
right. It is an invaluable part of most schemes of triangulation” (p. 363). The information 
gleaned from the official documents used in the two research sites was, therefore, very 
useful in triangulating the data generated in the focus group discussions. In examining the 
college syllabus and the teaching schemes of work, the purpose was to find out if there were 
any traces of critical thinking skills reflected in the documents. As far as critical pedagogy 
was concerned, my interest was on checking whether there were any opportunities in the 
work to be covered and the methodologies suggested for students’ voices to be heard, for 
their personal experiences to be used, and for attention to be paid to marginalised groups. 
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On the examination question papers, I sought to examine whether the questioning allowed 
for any invitation for students to use their own personal experiences in answering the 
questions, whether there was any allowance for students to critique the theories and issues 
raised, or whether questions showed any sensitivity to marginalised groups. 
I recognised these documents as accurate reflections of the official and, to a large extent, 
objective position of the institutions concerned. Hefferman (2001) also shows this faith in 
official documents when he says, “Official documents are intended to be read as objective 
statements of fact, even though they are themselves socially produced” (p. 366). 
 
4.5 DATA ANALYSIS 
After considering the data generation methods in the foregoing section, I now discuss the 
data analysis procedures. 
 
In qualitative research, data interpretation invariably involves the researcher’s thoughtful 
analysis and reflection. Willis (2007) insists that during data interpretation, analysis and 
reflection are necessary in order to “make transparent the false consciousness and 
ideological distortion (where) current social and political systems distort reality and create 
in individuals a false consciousness that keeps them from seeing the real structure of 
society” (p. 87). One point of departure of qualitative research from its quantitative 
counterpart is that, while quantitative data analysis occurs after all the data has been 
collected, in qualitative inquiry, the data analysis process takes place even during the data 
generation activities. Rabiee (2004) states that, “unlike quantitative analysis, qualitative 
analysis, particularly focus group analysis, occurs concurrently with data collection 
(generation)” (p. 657). 
 
I found that the time during focus group discussions and the period soon after each 
discussion were critical opportunities to analyse the data trends in order to direct the 
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discussion (during the session) and to decide the focus of future discussion (after a 
discussion). In either case, it meant that this preliminary data analysis was taking place 
concurrently with data generation. 
 
The greatest temptation in research that uses focus group discussion is for the researcher to 
get so engrossed with the discussion data, the taped conversations, that all other detail is 
neglected. Rabiee (2004) emphasises that there is much more than the voice recordings that 
should inform the data analysis. This includes the researcher’s personal reflections about 
each discussion captured soon after the event in the research journal. It also includes the 
non-verbal cues expressed by the participants and any significant occurrences or 
characteristics of the discussion setting. These components need to be incorporated into the 
analysis and they add valuable insights to the voice recordings. In this study, the researcher 
attempted to capture all such components of data to inform the data analysis process. 
 
Qualitative researchers are often accused of inadequately paying attention to the dangers 
of bias in their research findings. I took hint from Rabiee (2004) who argues that to avoid 
researcher bias in interpreting  and analysing data, “… the analysis should be systematic, 
sequential, verifiable, and continuous. Following this path provides a trail of evidence, as 
well as increasing the extent of dependability, consistency and confirmability” (p. 657). Thus 
in my data analysis, I made efforts to ensure that the data analysis was systematic, 
sequential and verifiable. This required a clear and traceable audit trail. I discuss more on 
this under Trustworthiness below. 
 
In order to make data analysis systematic and sequential, I deemed it necessary to frame the 
data analysis process into stages. In this regard, I found Rabiee (2004)’s steps of data analysis 
very informative and usable in the study. As stated earlier under advantages of focus group 
discussions, the process of data analysis begins right within the data generation process. I 
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was therefore conscious that as I moderated the discussion, steering it to focus on issues 
relevant to criticality in teacher education, I was in fact facilitating the generation of 
informative data and that constituted initial analysis. It was complemented by observation 
of non-verbal communication that spoke volumes about the thinking of the participants. 
 
The second stage of data analysis consisted of the process of trying to understand the data 
generated, including the audio-recordings and the resultant transcriptions which had to be 
listened to and read several times for me to familiarise myself with their content. The more 
I listened to the voice recordings and read the transcriptions, along with my journal entries, 
the clearer I began to appreciate the participants’ views and that led me to the third step. 
 
Repeated reading and listening to the data generated inevitably saw some general themes 
and categories emerging. This stage allowed me to start building a thematic framework that 
was guided by comments that I wrote in the margins of the journal notes and the transcripts. 
 
Following the general thematic picture, I then moved to the joint process of indexing and 
charting. The process enabled me to significantly reduce the data volumes through placing 
similar ideas together and comparing and contrasting the different opinions on the same 
issue. I did this to highlight specific related ideas using the same colour, and later practically 
cutting out related ideas and pasting them together, and then sequentially arranging them 
according to some logical pattern where possible. 
 
Having completed the above explained stages, I proceeded to the last step of data analysis, 
termed ‘mapping and interpreting’ by Rabiee (2004). In my view, this last step could be 
removed from data analysis and be separately seen as data interpretation. In the stage, my 
task was to make sense of the patterns that emerged from the newly structured data coming 
out of the stage above. As Rabiee (2004) states, this may be the most critical process as the 
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twin processes of mapping and interpreting call for the researcher to do much more than 
just making sense of the results. In his view, the researcher must go further to be really “… 
imaginative and analytical enough to see the relationships between quotes, and the links 
between the data as a whole” (Rabiee 2004, p. 659). It was the formation of this global 
picture that is not only consistent with the data generated, but which also answers to the 
research problem that underlies the research, that exercised the analytical skills of the 
researcher the most. 
 
My relief was based on the confidence that whatever the findings held was arrived at 
systematically, and evidence was clearly available to provide a robust audit trail for anyone 
to verify the internal consistency of the study. The next section discusses aspects of the 
study’s trustworthiness. 
 
4.6 TRUSTWORTHINESS OF THE RESEARCH 
In qualitative research, trustworthiness represents the criteria for ensuring that a study 
measures up to the rigours of quality and achieves the basic standards of worthwhile 
research. Trustworthiness is regarded as the equivalent of validity and reliability, qualities 
that are requirements in quantitative research. Although research authorities are not 
completely in agreement on the need for qualitative research to be compelled to find 
substitute criteria equivalent to the validity-reliability quantitative measures in order to 
prove the quality of its research work, I felt that it was proper to discuss such criteria in 
relation to this study.  
 
There are four main interrelated components that I used in the present study. These were 
credibility, dependability, confirmability, and transferrability. I discuss how each one was 
used in turn below. 
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4.6.1 Credibility  
The quality of credibility is a central criterion of worth in qualitative inquiry. It offers the 
reader and any interested party to the research reasonable cause to believe in the 
soundness of the study’s processes and findings. A total of six quality enhancing processes 
were used to add credibility to the research study. The first was prolonged engagement.  
 
Under prolonged engagement, I ensured that I took some reasonably drawn out time to get 
to know the setting of each case site. This involved getting familiar with the history of the 
institution, its structure and staffing complement, as well as details of its teacher education 
programme, including enrolment sizes, student completion rates, the syllabi, and the 
teaching and learning strategies. The familiarisation lead period was a time to get myself 
into talking terms with the possible participants  and the institution’s administration, and 
getting permission to carry out the data generation exercise in the process. The engagement 
equally allowed the community in the relevant site to get to know me and to appreciate my 
purpose. Cohen and Crabtree (2008) say prolonged engagement is valuable in qualitative 
research because it helps to develop rapport and trust in order to “…facilitate understanding 
and the co-construction of meaning between the researcher and members in a setting” (p. 
1). The engagement was also a useful opportunity for me to rise above my preconceptions 
by getting firsthand information on the situation on the ground at each of the institutions. 
The focus group discussions themselves were also fairly prolonged by having a minimum of 
three separate sessions at each site on different days. All in all, this saw my engagement 
lasting a minimum of four days at each of the two sites. 
 
The second quality of credibility was persistent observation. This enabled me to focus the 
data generation processes on issues that showed the greatest relevance to the development 
of criticality in the institutions. Doing so assured me that the resultant data addressed the 
research problem directly. Persistent observation is used “… to identify those characteristics 
and elements in the situation that are most relevant to the problem or issue being pursued 
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and focusing on them in detail. (While) prolonged engagement provides scope to the study, 
persistent observation provides depth” (Lincoln & Guba, 1985, p. 304). In the data 
generation process, my persistent refocusing on issues critical to the research problem 
ensured that I achieved in-depth and relevant analyses from the participants. 
 
The third quality was triangulation, which is defined as a technique employed in qualitative 
research “… to ensure that an account is rich, robust, comprehensive and well-developed” 
(Cohen & Crabtree, 2008, p. 2). Commonly, triangulation may take different forms, ranging 
from method triangulation (the use of different research methods), source triangulation 
(varying the sources from which data is obtained), analyst triangulation (involving several 
independent analysts to interpret the data), and theory or perspective triangulation (the use 
of two or more theoretical frameworks to obtain a more comprehensive view of the 
problem). In this study I used source triangulation by employing a multi-site case study 
approach. I also achieved theory triangulation by using two different but related theoretical 
perspectives, cultural hegemony and epistemology of ignorance, to gain an understanding 
of the problem, to design the research methodology, and to analyse the findings. Such 
triangulation added to the credibility of the study. 
 
The fourth quality was peer debriefing. This is “… a process of exposing oneself to a 
disinterested peer in a manner paralleling an analytical session and for the purpose of 
exploring aspects of the inquiry that might otherwise remain only implicit within the 
(researcher’s) mind” (Lincoln & Guba, 1985, p. 308). 
 
 During the process of this research, several work colleagues with respectable research 
backgrounds, especially in qualitative research, were availed the study’s output to read and 
provide comments and valued input. This form of triangulation brought very useful insights 
that assisted me to improve the quality of my reporting and analysis. Peer debriefing is a 
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useful procedure because it “… can help uncover taken for granted biases, perspectives and 
assumptions” (Cohen & Crabtree, 2008, p. 11). It also presents “… an opportunity to test and 
analyse different emergent hypotheses and see if they seem reasonable and plausible to a 
disinterested debriefer (Cohen & Crabtree, 2008, p. 11). I clearly derived these invaluable 
benefits from the process of peer debriefing. 
 
The fifth quality comprises member checks. Member checking occurs when “… data, analytic 
categories, interpretations and conclusions are tested with members of those groups from 
whom the data were originally obtained” (Cohen & Crabtree, 2008, p. 13). It was a process 
that I used to allow me the chance to go back to the participants with my analysis of their 
input and the interpretation of that input so that they would examine it to confirm the 
accuracy and integrity of any analyses and interpretation. I found this exercise to be highly 
rewarding as it was an opportunity to understand and assess what the participants originally 
intended. Participants were also afforded the opportunity to correct errors and challenge 
what were perceived as wrong interpretations. It gave participants, in addition, room to 
provide additional information after a few more days of thinking.  
 
Although member checking findings were used to improve the faithfulness of data analysis 
and interpretation, not all contributions offered by participants during this exercise were 
adopted since the participants’ desired interpretation was not always in line with their 
expressed views. However, these were very few and far between.  
 
Lastly, I used the quality of negative case analysis to try to capture those views that did not 
necessarily support the major positions reached in the research. Cohen and Crabtree (2008) 
say negative case analysis involves “… searching for and discussing elements of the data that 
do not support or appear to contradict patterns or explanations that are emerging from data 
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analysis” (p. 4). It is evident that credibility is, for all intents and purposes, the most vital 
criterion for the trustworthiness of qualitative research. 
 
4.6.2 Dependability 
For a study to be dependable, it must be easy for anyone to trace the research processes 
and verify the integrity of the steps taken to generate, analyse and interpret data. This 
requires detailed external audits to be carried out by persons other than the researcher so 
that it is possible to have “a researcher not involved in the research process examine both 
the process and product of the research study … to evaluate the accuracy and evaluate 
whether or not the findings, interpretations and conclusions are supported by the data” 
(Cohen & Crabtree, 2008, p. 14). 
 
The weakness of using external auditors, however, is that they “… may not know the data as 
well as a researcher immersed in the study” (Cohen & Crabtree, 2008, p. 8). As such, the 
views arising from external audits were not adopted wholesale because the audit analyses 
sometimes did not adequately reflect the wholeness of the research findings. 
 
4.6.3 Confirmability 
A quality research needs to lend itself to confirmability. This criterion makes use of a clear 
audit trail, defined by Cohen and Crabtree (2008) as “… a transparent description of the 
research steps taken from the start of a research project to the development and reporting 
of findings” (p. 5). For this purpose, I made sure that in this study all relevant materials 
pertaining to the research were readily available and accessible to enable scrutiny by 
authorised persons. Such materials included the raw data generated that was made 
available in the form of audio records and their correspondent transcriptions, the data 
deconstruction/reconstruction products and the processes of instrument construction. 
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4.6.4 Transferrability 
The findings of qualitative research often are not meant to be generalised to situations other 
than the ones studied. Nevertheless, it remains possible for the results to be found useful in 
other sites, provided that the users of such findings have a clear understanding of the 
peculiar conditions and porcesses relating to the study originally conducted and to which 
such results uniquely apply. To do this, I had to provide as much detail as I could to expose 
the exact nature of the procedures of this study, their motivations, and the accurate 
descriptions of all contextual exigencies that directed and influenced the research process. 
Holloway (1997) asserts that the quality of transferrability relies on thick description, which 
he describes as, “… the detailed account of field experience in which the researcher makes 
explicit the patterns of cultural and social relationships and puts them in context” (p. 64). 
 
Such detail anables would-be users of the findings to form an adequate analysis of the 
situation studied in order to make informed decisions on the comparative similarities 
between the situation under study and their own. In that way, they would be in a better 
position to select the aspects that can apply to their settings, and leave out those that do 
not. The transferrance is, therefore, neither wholesale nor blind as it has to take into account 
any essential differences between the context and procedures in this study and those in the 
target context. 
 
Having satisfied the requirements of these four critical qualities for establishing 
trustworthiness of the study, I was confident that the findings of the research process were 
both robust and justified, arising from a constant attention to rigour on my part. 
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4.7 ETHICAL CONSIDERATIONS 
When research is conducted with human subjects, there are always ethical issues that 
should be taken cognisance of. These ethical concerns centre around the consent of the 
persons involved, the maintenance of the participants’ confidentiality at all stages of the 
research process, the need for disclosure of the nature, purposes, and processes of the 
research, the importance of protecting the participants from any harm, distress, or 
discomfort as a result of the research process, and the value of minimising the researcher’s 
use of undue power in the research process, and ensuring justice for all participants. I will 
discuss each of these in turn. 
 
4.7.1 Informed consent 
While I obtained permission from the gatekeepers, the Ministry of Higher and Tertiary 
Education, allowing me to conduct the study at the two sites selected for the purpose, it was 
imperative to seek the express consent of each participant. The University Research Degrees 
Committee (URDC) states that “research should be based as far as possible and practicable, 
on the freely given informed consent of those under study.” 
 
To ensure that the consent was freely granted by each participant, I issued a letter of consent 
to every individual and asked them to sign and date the letter as evidence that they agree 
to take part, and that their consent was voluntary. A copy of the Letter of Consent is in the 
Appendices. Emphasising the importance of voluntary consent, Hesse-Biber and Leavy 
(2011) highlight that “informed consent is a question of basic human rights” (p. 64). In the 
same vein, the University Research Degrees Committee (2008) says, “human subjects in a 
study must be informed about the nature of your research project, and you must obtain 
their consent prior to their participation in your study” (p. 63.  
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Since the participation was voluntary, the consent obtained prior to the data generation 
exercise would remain open during the process, keeping it wide open for renegotiation. 
Every participant was informed that they were free to withdraw at any stage, and no 
questions would be asked. In support of this stance, Hesse-Biber and Leavy (2011) insists 
that the researcher “… needs to be sure that the research participants know that their 
agreement to participate is completely voluntary and that they are free to opt out of the 
study before, during, or after their initial participation” (p. 64). 
 
In order to be satisfied that the consent of the participants was properly informed, it was 
critical that the researcher disclosed to them the details of the study. I had to make sure that 
the Letter of Consent clearly explained to the participant the nature and purpose of the 
study, as well as the nature of their participation. The informed consent letter, according to 
Hesse-Biber and Leavy (2011), “… lets respondents know about your project and what role 
they will play in it” (p. 64). While there are no hard and fast rules about how much 
information should be given to participants, I believed that participants should know as 
much as possible, and I allowed them to ask for more detail if they so wished to. The 
University Research Degrees Committee (2008) supports extensive disclosure when it 
asserts that:  
It is the responsibility of the researcher to explain as fully as is 
reasonable and appropriate, and in terms meaningful to the 
participants: the aims and nature of the research, who is 
undertaking it, who is funding it, its likely duration, why it is 
being undertaken, the possible consequences of the research, 
and how the results are to be disseminated. (p. 4) 
Such information was clearly spelt out in the Letter of Consent. 
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4.7.2 Confidentiality 
Apart from gettting participants’ informed consent, I had to ensure that the contributions of 
the participants remained confidential. I assured everyone that their names would not be 
attributed to the information gathered, and that their identities would not be communicated 
to other parties, and certainly not to people in their employment hierarchy. To this end, 
Hesse-Biber and Leavy (2011) claim that the researcher should “… let participants know the 
degree of confidentiality afforded to them once they participate” (p. 64). The assurance of 
confidentiality is often significantly compromised by the use of data capture instruments like 
the video camera. Anyone who views a video interview can tell the identities of the 
participants. This is why the University Research Degrees Committee (2008) points out that 
“the researcher should explain how far research participants will be afforded anonymity and 
confidentiality, and participants should have the option of rejecting the use of data-
gathering devices such as tape-recorders, video cameras, and digital recording devices” (p. 
5). 
 
In this research, I avoided the use of video recording devices in order to raise the level of 
confidentiality of the participants. I however, used digital audio-recording devices to 
maximise the accuracy of the data capture process, and to enable playback later. I expressly 
requested the participants’ permission to use the audio recorders and any participant who 
was uncomfortable with this method was allowed the option to withdraw. The permission 
to use digital audio recorders was obtained in writing from each participant. In reality, none 
of the participants objected to the voice recording of the focus group discussions. 
 
4.7.3 Protection from harm 
The fact that this research dealt with human subjects made it incumbent upon me to take 
steps to protect the participants from any harm likely to have been caused by any of the 
processes of the study. Hesse-Biber and Leavy (2011) argue that protection from harm “… is 
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intended to safeguard participants from any mental or physical harm that might befall them 
as a result of their participation” (p. 64). I had to ensure that the venues selected for focus 
group discussions were physically conducive and safe for all participants. I also made sure 
that the information they provided could not be linked to them personally in such a way as 
to affect their employment in any way. Psychological and emotional protection was also 
guaranteed by ensuring that no pressure or undue influence was placed on any participant 
to provide information against their will. The University Research Degrees Committee (2008) 
similarly notes that: 
Researchers have responsibilities to ensure as far as possible 
that the physical, social and psychological well-being of the 
research participants is not detrimentally affected by the 
research. Research relationships should be characterised, 
whenever possible, by mutual respect and trust. (p. 4) 
Trust and mutual respect were, indeed, the hallmarks of the focus group discussions in this 
study. 
 
4.7.4 Power and justice 
The critical nature of this study made it necessary that I should keenly consider issues of 
power and justice in the data gathering process. The researcher-participant relationship is 
often a loaded power game, with the researcher assuming the role of a superior dealing with 
subordinates. Aware of the dangers of this tendency, and its untenability under the critical 
research paradigm, I strove to cultivate relationships of equality both between the 
researcher and participants, and among the participants themselves. URDC (2008) warns 
that “…the power imbalance between researcher and researched should be considered. 
Care should be taken that the latter are not pressurised into participation in any way” (p. 4). 
The careful handling of power relationships in the research processes often goes a long way 
to ensure the achievement of justice in the data generation stage. Orb, Fesenbouer and 
Wyanaden (2000) aptly express the view that “one was of implementing the principle of 
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justice is listening to the voices of the minority and disadvantaged groups as well as 
protecting those who are most vulnerable” (p. 96). 
 
I therefore paid special attention to the views of the minority and the apparent 
disadvantaged with the participating group. That way, I made it a point that their voices were 
amplified and recognised in the analysis and interpretation of findings. 
 
4.8 CHAPTER SUMMARY 
In this chapter, I have discussed different aspects of the research as used in the study. These 
included the research methodology, the research paradigm, the research design, ethical 
considerations and issues surrounding the trustworthiness of the study. The next chapter 
represents the data generated from College ‘A’ and its analysis and interpretation. 
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CHAPTER 5 
THE LEVEL OF CRITICALITY IN COLLEGE ‘A’ 
 
5.1 INTRODUCTION 
The purpose of this chapter and the next, among others, is to assess the level of criticality 
existing presently in the two colleges of teacher education that are part of this research 
study. To establish the levels of criticality, I listened to and analysed the views of participants 
in the focus group discussions, which I triangulate with a document analysis of the college 
syllabi and examination question papers. My analysis of the perspectives of the participants 
was strongly guided and informed by the theories of cultural hegemony and the 
epistemologies of ignorance that served as the lenses through which I interpreted the 
emerging data. My theoretical framework helped me interpret the data generated and my 
explanations and interpretations spring from the two theories. The results of these analyses 
go a long way in answering Sub-research Questions 1.5.2.2 and 1.5.2.3 as stated in Chapter 
1.  
In this chapter, I explore the development of criticality in the first of the two colleges of 
teacher education that were the sites chosen for data generation. The overriding aim is to 
analyse the specific context of the site, the context that is formed from a cross-section of 
views expressed by members of staff in the institute itself. The chapter starts with the initial 
organisation of the data generation process. After this, I proceed to present the views of the 
focus group participants, divided into: 
(i) the purposes of teacher education; 
(ii) critical thinking in teacher education; 
(iii) critical pedagogy and the teacher education process; and, 
(iv) participants’ suggestions for the future of teacher education. 
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5.2 BACKGROUND AND ORGANISATION OF THE DATA GENERATION PROCESS 
The process of gaining access to participants in the college was very straightforward and 
incident free. I had worked in the institution eleven years before and a few of the gatekeepers 
recognized me and they were happy to facilitate my contact and engagement with the staff 
members in the departments that I had expressed interest in, namely, the Theory of 
Education Department and the Professional Studies Department. I was directed to the Head 
of Department, Theory of Education, who was visibly excited to see me after more than a 
decade. After explaining the purpose of my visit, she offered to liaise with the other 
department on my behalf and to arrange, over two days, the team of participants from 
willing members of the departments. I availed copies of the research topic and a brief exposé 
of the rationale and objectives of the study to the Theory of Education Head of Department. 
This became the briefing that was given to every prospective member who was approached 
for possible inclusion in the focus group discussion. Members who volunteered to be 
included were advised to inquire from me if they needed any clarification on the nature of 
the study or the nature of the discussions. 
 
Over the two intervening days, two members came forward separately to consult me. The 
first, a gentleman, inquired into the exact nature of critical thinking and critical pedagogy. I 
gladly offered some explanations and we discussed some of the characteristics in some 
detail. The second, a lady, was concerned about the confidentiality of the results of the focus 
group discussions. I assured her that the information generated would be very confidential 
and neither the other members of staff, nor her supervisors in the college would be able to 
trace any view expressed to any particular individual. I also informed her that no real names 
would be used in the report. Instead, pseudonyms would be adopted, all in an effort to 
ensure the anonymity of the views expressed. That appeared to allay her fears. I was happy 
later to see both members who had inquired being part of the participants in the focus group 
discussions. 
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On the last day before the focus group discussion, I was very worried. I knew that I had 
hedged against the possibility of too many volunteers and the embarrassment of turning 
some of them away. To avoid this, I had handed out only eight informed consent forms. I was 
therefore sure that not more than eight people would come since anyone without a 
completed form would not be allowed to participate. But, what if only two or three, or even 
none volunteered? I really did not know what to expect. It was therefore a great relief when, 
on the morning of the focus group discussion, I was handed six completed Informed Consent 
forms, indicating that six members had agreed to participate. This number was very 
acceptable to me since it fell within the thresholds of a viable focus group discussion, that 
Rabiee (2004) says range between six and eight members, with the possibility of expanding 
it to a maximum of ten (p. 656). The six participants were later given the pseudonyms 
Anthony, Betty, Chamu, Dorothy, Eric and Felicia. I selected these names from the letters that 
the person who carried out the discussion transcriptions allocated to the participants, A, B, 
C, D, E, and F. This ensured that the pseudonyms did not have any relation with the 
participants’ real names. 
 
The sections below show the views of the participants in the different aspects of criticality in 
relation to the teacher education practices in the institution as outlined in the introduction 
above. 
 
5.3 THE PURPOSES OF TEACHER EDUCATION 
In an attempt to warm the participants up for the central issues of critical thinking and critical 
pedagogy, I asked for their views on the purpose of teacher education as they saw it through 
their practice. I was confident that the participants’ perception of the purpose of education 
would provide important insights into the role they saw themselves playing in the 
development of teachers. It would also provide an excellent window for me to see what kind 
of teacher they thought the system should produce. The following were the predominant 
perceptions noted. To ensure anonymity, I use pseudonyms to refer to the participants. 
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The overriding purpose of teacher education emerged as the satisfaction of the demand for 
teachers in society. Betty indicated, “…the purpose of teacher education is to respond to 
societal needs with regards to the demands of the labour market” (Discussion, September 
2015). In support, Chamu added, “I think we are trying to produce a teacher who fits in the 
society … one who fits very well.” Adding the aspect of social development, Dorothy argued, 
“We are trying to provide knowledge and skills to the student who will also develop 
knowledge and skills in the learners, who are going to develop the society.” 
 
The need for teacher education to respond to what the labour market requires and to satisfy 
the needs of the society was an expected objective. It implies a teacher education process 
that is in conformity with the general societal expectations, a system that aims to reinforce 
and support the societal patterns that exist. The conformity of the teachers produced to the 
existing social conditions is further strengthened by the expectation that they would ‘fit in 
the society’. However, on analysis, viewed through the lenses of cultural hegemony, the 
society that the teachers are supposed to fit into is the same society that is characterised by 
the domination of subordinate groups by the powerful few. In the eyes of Critical Theory, 
such teachers reflect an education system that is designed to fulfil its role, among other 
social institutions, of buttressing and actively reproducing the social relationships that are 
prevalent in the society (Chapter 3). Their teaching cannot be transformative as their 
mandate would be to flow with the tide. 
 
I was surprised, almost taken aback, when the participants at this early stage referred to 
critical thinking. On mentioning the need for teacher education to respond to the demands 
of the labour market, Betty added: 
What kind of teacher or product do we expect to get at the end of 
our teacher training? When we produce a teacher who is critically 
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minded, our assumption is that critical mindedness will cascade to 
the beneficiary of education, who in this context is the learner. 
As if not to be outdone, in the next contribution Chamu, after indicating that the teacher 
must fit in the society added: 
We are looking at somebody who has got a heart, one who has 
got the hands, one who has got the head – that is critical 
thinking. 
My first impression was that this college was clearly deeply involved in the teaching of critical 
thinking. At that juncture, I eagerly anticipated finding out just how the college structured 
and implemented its critical thinking programme. However, when the ensuing discussion 
made no mention of critical thinking, I started to revise my initial impression. On listening to 
the audio recording over and over again later, it dawned on me that the reference to critical 
thinking in those early responses were the result of the background information that 
participants had received prior to the focus group discussion. The participants’ remarks were, 
on scrutiny, merely echoing the objectives of the research rather than reflecting what was 
really happening in the institution. The reference to the 3 ‘h’s, the head, the hands and the 
heart, was presumably an allusion to the 19th century philosopher, Herbart, who advocated 
for attention in education to be paid to these three aspects of every child, the intellectual, 
the manual/physical, and the emotional, in order to achieve wholesome development of the 
child. To equate this, indeed even to relate it to, critical thinking would be a very farfetched 
conjecture. 
 
On the other hand, Dorothy’s contribution has some noteworthy imports. It indicates that 
the purpose of teacher education is “… to provide knowledge and skills to the student, who 
will also develop knowledge and skills in the learners” in schools. This implies knowledge 
transmission methodologies of teaching which are symptomatic of a strongly teacher-
centred system. Here the students are passive recipients of carefully pre-packaged content 
which they should not question or interrogate. As such, it is not friendly to the development 
of criticality (Chapter 1, 1.1; Chapter 2, 2.7). 
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Asked whether the college achieved its goals, participant responses were ambivalent. Some 
pointed out internal processual challenges, while others blamed factors external to the 
college. Chamu noted that, “It’s very difficult” to determine the college’s success in achieving 
its objectives. In his words, “… in teacher education, it’s not a one-man band.” He was 
alluding to the many departments that work separately to produce the one teacher in the 
end. He suggested the existence of dysfunctions in the system when he argued, “So, that 
collaborative effort might not produce the exact product whom we want.” Anthony sounded 
similar doubt, but instead of blaming the lack of coordination between college departmental 
entities, he decried the lack of opportunities for teacher educators to assess the effectiveness 
of their qualified students once they get into the field. He said, “We provide a service, but 
we are not in a position to measure the effectiveness of the service out there. So we simply 
assume we have done our job.”  
 
I could sense the participant’s feeling of powerlessness over the college’s final product once 
the student teacher qualifies and joins the profession. This feeling was shared by all the 
participants since they all nodded in agreement when this was said. This powerlessness 
appears to be deliberately created by the system to ensure that those who produce the 
teachers have no effective access to them, let alone control of their operations, once they 
leave college. This smacked of hegemony. In fact, the college educates the student teachers, 
but it does not examine them. They are examined through the certifying authority, a 
university to which every teacher education college is mandatorily ‘associated’. Both the 
college and the certifying authority belong to the same ministry in government, the Ministry 
of Higher Education and Technology. Once the teachers qualify, they join a different 
government ministry, the Ministry of Primary and Secondary Education. In effect, the college 
and the certifying authority immediately lose sight of and all jurisdiction over these teachers 
since they then work under a different ministry. As if that was not enough, even the ministry 
that runs the primary and secondary schools where the teachers work does not itself employ 
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them. The teachers are employed by the Ministry of the Public Service, which hires them, 
pays them and effectively controls them. 
 
Such a complex state of affairs rightfully leaves the teacher educator extremely powerless 
over the students that complete the teacher education programme. The multiple separation 
of powers and responsibilities goes a long way to illustrate the system’s organisational and 
ideological veil as explained by cultural hegemony. The dominant groups create such a 
complicated system of control that not a single entity has full responsibility over the quality 
of the product of the teacher education process. That product is literally hidden away from 
its producers by a multi-layered ideological veil to make it as inaccessible as possible. On 
analysis, the seemingly very innocent claim that, “We provide a service, but we are not in a 
position to measure the effectiveness of the service out there” (Chamu) carries a lot of 
weight, maybe much more weight than the participant realised. 
 
I now turn to the theme of critical thinking. 
 
5.4 CRITICAL THINKING IN TEACHER EDUCATION 
The value of critical thinking in the totality of the education system was very clearly 
recognised by all participants. The views proffered in the discussion overwhelmingly 
reflected a consensus that critical thinking skills are an invaluable dimension of any 
worthwhile education. The following statements illustrate this. 
 
Anthony emphatically set the ball rolling, saying: 
Critical thinking skills are essential. If we look at the story of 
the Sabre-tooth curriculum, where there is need for adapting 
to calling situations, situations which are challenging, then 
critical thinking becomes a tool. We want students who, when 
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they face challenges, they can think around, (and) come up 
with alternatives to those challenges. (Discussion, September 
2015) 
The line of thinking in this viewpoint agrees with Cotton (1991) and Miri et al. (2007) who 
also regard critical thinking as necessary for people living in fast changing environments who 
need to engage in continuous problem-solving activities (Chapter 2, 2.3). Anthony’s opinion 
was supported by Betty who insisted that, “…a critical thinker is a problem-solver”, adding, 
… we are facing so many problems in our society today, and if 
we happen to produce quite a number of critical thinkers, we 
are in a way working towards solving problems that we are 
going to face. …Critical thinking is very essential. (Discussion, 
September 2016) 
The expression in this preceding quote, while it is generally positive, suggests that the 
production of critical thinkers is not a systematic and deliberate process, but rather an 
incidental one (‘if we happen to produce). It also insinuates that critical thinking 
development is meant for some people, a chosen few, not for everyone (‘quite a number of 
critical thinkers’). These sentiments appear to detract from the character of the critical 
thinking development that the participant had in mind. I am tempted though, not to read too 
much into these interpretations since the expressions cited may merely have been a case of 
poor choice of words on the part of the participant. 
 
In addition, critical thinking was also associated with decision-making and good judgment. 
Chamu indicated: “A critical thinker is … able to make good judgements, to come to a 
conclusion, to make decisions.” This is in line with the argument that critical thinkers are 
made more capable “in areas of choosing courses of action, making decisions and solving the 
problems that they encounter in their lives” (cf. Chapter 2, 2.3). 
 
Having established the importance of critical thinking to life and in education, I then sought 
to find out the provisions for teaching critical thinking that are reflected in the teacher 
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education syllabi. There was some deafening silence for a few moments, until Anthony 
pointed out that, “We might be using different terms in terms of approaching critical 
thinking.” He suggested that in his teaching, he often referred to reflective thinking, 
creativity, innovation, and improvisation. To him, “… all these constitute elements of critical 
thinking,” (Anthony, Discussion, September 2015). To bolster his point, Anthony further gave 
a revealing panel of thinkers who he classified as critical thinking experts. These were 
(Jerome) Bruner, John Dewey, (Noel) Entwistle, and (Edward) de Bono. 
 
There are several issues of touching interest in this part of the focus group discussion. Firstly, 
only one participant offered some meaningful response. The only other person who said 
something was Dorothy, who pointed out that in the Theory of Education syllabus, “… we 
look at Logic. … normally that teaches one to think.” This, unfortunately, does not mean that 
student teachers are taught logical reasoning and types of arguments. An examination of the 
teaching scheme, which shows the lecturers’ allocation of topics for teaching within a 
particular term, reveals that Logic appears only in the definition of Philosophy, where it 
features as one of the branches of the discipline. The coverage of Logic ends at providing 
students with the meaning of the term and an examination of one or two uses of this branch 
of philosophy in education. No attempt is made to teach students ways of logical reasoning. 
The other participants had nothing to say, possibly implying the absence of critical thinking 
in the syllabus, and probably in their own teaching. 
 
Secondly, the alternative terms used in place of critical thinking, as suggested by Anthony 
above, raised significant questions in my mind. If indeed, reflective thinking, creativity and 
innovation were components of critical thinking, why did the syllabus designers avoid the 
term critical thinking? Could the preferred alternative terms be softer options, perhaps more 
ideologically neutral, or less radical, than critical thinking? Could this be a deliberate plot to 
deal with these thinking processes without linking them directly to critical thinking? The 
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lingering question becomes: Who is afraid of critical thinking to keep it so effectively 
excluded from the teacher education programme, and why?  
 
Suggestions from the epistemologies of ignorance and cultural hegemony may come in 
handy to offer enlightening explanations. In order to maintain control of large sections of 
society, the dominant groups systematically keep certain knowledges away from subordinate 
groups (Chapter 1, 1.12). The knowledge and use of critical thinking would be one such 
excluded knowledge. This was soundly corroborated when I asked: Who benefits when there 
is low critical thinking in the population? Eric promptly answered, “Those in power,” 
(Discussion, September 2015). Taking the position of the persons in power, Chamu supported 
that position saying: 
I wouldn’t want to teach somebody who will rise against me. I 
will make sure that the curriculum I provide, everything which 
I provide, the education, should suppress that person so that 
he or she does not rise against me. (Discussion, September 
2015) 
This position rules out the possibility of the absence of critical thinking as an omission from 
the teacher education system. It points to it as a premeditated, carefully calculated act to 
make sure that the subordinate groups remain under control. While they are taught 
Mathematics and Science (and some other subjects) which make them believe they are 
learning how to solve problems, they fail to see that they are being kept from seeing the 
problem of their own subordination. 
 
Thirdly, the list of theorists put forward by Anthony are hardly central figures in critical 
thinking discourse today. Edward de Bono is well known for his concern with thinking, 
particularly creative thinking, effective thinking and lateral thinking. He is fairly closely 
associated with the critical thinking debate, but not as a leading proponent. John Dewey 
analyses processes of human thinking, with reference to reflective thought and evidence-
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based judgement. Noel Entwistle deals with theories of student learning in higher education. 
He explores the characteristics of what he terms surface learning and deep learning 
approaches. Referring to these personalities’ work as contributing somewhat to critical 
thinking is perfectly acceptable. But, apart from John Dewey, regarding them as prominent 
critical thinking proponents or as the central critical thinking theorists is difficult to justify. It 
is intriguing to note that recent and current critical thinking pedagogues like Mathew Lipman, 
Richard Ennis, Paul Elder, Michael Apple, Giroux, Kincheloe, McLaren, Freire, Aronowitz, 
Torres, Burbules, bell hooks, and others received no mention. The panel of participants were 
clearly not knowledgeable of these, and this could not be out of their choice. It can only be 
deliberately and purposefully implanted ignorance that is system-induced. 
 
On realising the difficulty of illustrating convincing evidence of the existence of critical 
thinking in the teacher education syllabi, it was the outspoken Anthony who then openly 
admitted the teething challenges of developing or teaching critical thinking, much to the 
visible relief of the other participants. He candidly confessed, “But surely, critical thinking is 
not an easy task,” to everyone’s laughter. He further explained, “(It is) not an easy task to 
develop, not an easy task to teach. It’s not an easy task to reach” (Discussion, September 
2015). This admission was, in a very significant way, a game-changing incident in the focus 
group discussion. It evidently altered the prevailing perspective where participants appeared 
keen to show that they were involved in teaching critical thinking, to an acceptance that 
critical thinking practices and skills were, in fact, missing in a large part of their teacher 
education practice. It showed me one of the great advantages of focus group discussions, 
which is the ability of one member’s contribution to change the thinking direction of the 
group quite significantly. This is what Tempkin (2015) termed the power of group dynamics 
in a focus group encounter, that can easily bring about fresh and in-depth thinking about a 
topic. 
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After Anthony’s statement, Eric pointed out that, “It depends on whether we as lecturers 
have developed into critical thinkers, for us to train others to be critical thinkers.” To me, this 
sounded a crucial self-reflection, an insight that saw the deficiency resting in the poor or 
absent exposure of the lecturer to critical thinking skills. Such an exposure would be a 
necessary, though not quite a sufficient, foundational cornerstone for any attempt to 
cultivate critical thinking in teacher education. Even then, there was less than complete 
agreement on the claim that lecturers may themselves not possess the needed critical 
thinking skills. Eric, for one, argued that critical thinking is “… in some and not in others.” The 
question is how some would have critical thinking skills which others did not have, given the 
fact that the teacher education process (that produces the lecturers) has no provision to 
impart critical thinking and the lecturers are a direct product of that system. (Lecturers are 
appointed from among teachers in schools and they receive no additional lectureship 
training to teach in teacher education colleges.) This brings me to the argument that many 
people believe that critical thinking, like human physical growth and development, comes 
naturally to all individuals with maturation. Such a claim is roundly refuted by critical thinking 
proponents (Cotton, 1991, Chapter 2, 2.3). So, if any lecturers have critical thinking skills, the 
skills would most likely be the self-taught kind, and therefore they would be so unsure of 
their own critical thinking standards that they would find it very difficult to teach others those 
same skills. 
 
A few moments later, referring back to the issue of whether lecturers have critical thinking 
skills, Dorothy reiterated, “… going back to the issue, are we really critical thinkers 
ourselves?” She was following up on Anthony’s assertion that in the normal course of 
business people have a negative attitude towards critical thinking. He had argued that often 
critical thinking individuals are classified as ‘rebels’ and ‘deviants’. They are not accepted in 
society, including in teacher education. Indeed, an example was given by Dorothy of a recent 
student in that college who “… was very critical, … would ask questions and would analyse.” 
The lecturing staff, it was indicated, thought he was “a bother”. It came out that the student 
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became the subject of discussion on many staff fora, until the staff eventually understood 
that he meant no ill and was tolerated. Whether he was really a critical thinker or merely 
someone who was inquisitive and one who posed difficult questions during lectures is not 
clear. Nevertheless, it was clear that lecturers generally prefer a docile kind of student who 
accepts the content presented without asking questions. This points to a transmission-based 
system, akin to Freire’s ‘Banking Education’. As such little room is given to critical thought. A 
gloomy picture of critical thinking in teacher education was strongly emerging. 
 
When the discussion turned to a comparative analysis of colonial and post-colonial education 
in respect to critical thinking in the country, participants had some very clear convictions. 
While agreeing that the colonial education system hated critical thinking for reasons of self-
preservation, members noted that the situation in independent Zimbabwe was no different. 
In many ways, it may be worse than the colonial system. Anthony declared that, “Critical 
thinking is a dangerous tool to politics.” He attributed this to the system where any group 
that assumes power in society tends to “suppress critical thinking” in order to remain in 
power with no threat coming from the resultant docile population. He concluded, “So, any 
political system is there to make sure that critical thinking is underplayed, especially in 
education.” Some caution may be required here, realising that the argument above may be 
an overgeneralisation. Across the world and over time, there may have been political systems 
that promoted critical thinking and they may even have strengthened their systems through 
encouraging critical thinking among their citizens. It should be admitted though that 
Zimbabwe has not witnessed any such a system, both in the colonial times and in the post-
colonial era. On analysis, cultural hegemony and the epistemologies of ignorance offer very 
incisive insights into both the use of power to dominate the powerless majority, and the 
removal or concealment of certain knowledges that may cause people to question and seek 
to change the status quo. According to Eric, the small powerful elite groups assume the role 
of reality definers. He argues, “The curriculum is given from the top, it reflects what the 
reality-definers of the day want it to be” (Discussion, September 2015). 
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Participants also drew a close functional link between the colonial and the post-colonial 
systems. In Chamu’s analysis, the issue is that the majority of personnel in the post-colonial 
state came directly from the colonial education system. Those who did not receive their 
education in the colonial era, were themselves taught by personnel that hailed from that era. 
The possibility of cultivating critical thinking thereby drops very close to zero. He laments, 
“We are still in the colonial era. We need mental decolonisation” (Discussion, September 
2015).  
 
 By and large, in spite of the initial claims on the inclusion and presence of critical thinking in 
the teacher education processes in this institution, the reality that was shaped by the 
discussion strongly indicates its absence, and the inability of teacher educators to teach it 
because of the legacy of an anti-critical thinking colonial education system. 
 
The aspects of critical pedagogy are discussed next. 
 
5.5 CRITICAL PEDAGOGY IN TEACHER EDUCATION 
This section analyses the place of critical pedagogy in teacher education in College ‘A’. The 
analysis is guided by three distinct components of critical pedagogy, namely: 
(a) the use of students’ personal experiences; 
(b) amplification of the students’ voice; and, 
(c) combating the marginalisation of specific groups. 
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5.5.1 The meaning of Critical Pedagogy 
The first concern was to establish the participants’ appreciation of the concept critical 
pedagogy. Typically, it was Anthony who opened the discussion by naming several critical 
pedagogues, including Ivan Illich, Paulo Freire, Edward de Bono and Noel Entwistle. To that 
list, Betty added “the Marxists, … the neo-Marxists, and Bowles and Gintis.” As regards the 
meaning and characteristics of critical pedagogy, nothing definitive was offered, typified by 
Betty’s effort. In her view, Marxists, neo-Marxists and Bowles and Gintis “… are critical 
thinkers, … they look at the situation and see what is happening” (Discussion, September 
2015). Besides mixing up critical thinking and critical pedagogy, the meaning that was 
hazarded is so ambiguous that it does not refer to either of the two. Nothing else was 
forthcoming on the meaning of critical pedagogy or its implications to educational practice. 
It was clear that the participants did not appear to have the concept in their repertoire. I 
therefore decided to introduce specific issues related to critical pedagogy, issues like ‘Whose 
knowledge is taught in teacher education?’ Life surged back into the discussion. Anthony did 
not mince his words. He opined, “… I think at the moment we are still teaching foreign 
knowledge. We are not hinging on indigenous knowledge” (Discussion, September 2015). 
Referring to the theorists that he had twice earlier listed, he noted that all of them were 
foreign philosophers. Nevertheless, after that participants drifted back to issues of critical 
thinking before I changed the subject to students’ personal experiences in teacher 
education. 
 
5.5.2 The use of students’ personal experiences in teacher education 
Critical pedagogy advocates the use of students’ personal experiences to make teaching and 
learning meaningful (cf Chapter 3, 3.4). So I became interested to hear how much students’ 
experiences are incorporated in the learning process. The responses were generally 
negative, with several reasons being put forward for this. 
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Betty noted, “That’s a bit tricky. … not all of us can do that.” She blamed the failure to use 
students’ experiences on three related factors: the lecture method employed as the main 
method of teaching; the examination-oriented nature of the programme; and the time 
factor. The large numbers of students in Theory of Education and Professional Studies 
lectures reportedly hinder the discussion of students’ experiences. Examinations too 
invariably make specific demands on the learner that make any consideration of student 
experiences a luxury. Her third reason was cited as time, where the analysis of students’ 
experiences would take up valuable lecturing time, limiting content coverage. Later, after a 
few contributions from others, Betty underscored her view by stressing that, “It’s really 
difficult to consider individual experiences” (Discussion, September 2015).  
 
Dorothy concurred saying, “One may take one or two experiences from the learners, but you 
can’t consider all the experiences” (Discussion, September 2015). Apparently however, 
some analysis of students’ in-the-field teaching experiences was acknowledged and 
accepted as important. Interestingly, Betty retorted ruefully, “Yet we are supposed to draw 
from their experiences at the initial stage … so that we prepare whatever we want to prepare 
for them.” She seemed to be progressively realising the importance of incorporating 
students’ prior personal experience. Her idea suggests the need to craft the teacher 
education content around the students’ own experiences. Such practice would not only 
make the curriculum directly relevant to the students, but it would also facilitate the 
students’ connection with the content, making it easier for the students to understand the 
educational practices and principles involved. Unfortunately, this does not appear to be the 
case. If anything, personal experiences are treated with suspicion and viewed negatively. 
When I suggested that maybe students’ own experiences could be the key required for them 
to connect with the educational concepts taught, the following argument from Betty reflects 
this deep-seated suspicion. She says: 
Yeah, we note that very well, especially during orientation 
period, where we are looking at them and saying we 
understand, we appreciate that we are from different social 
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backgrounds. We come to college carrying different 
‘baggages’, … we understand that so much. But that only 
happens at the orientation stage. But when it comes to actual 
presentation of lectures, we begin to rush against time. 
(Discussion, September 2015) 
There are some very telling indicators in this contribution. The first is that personal students’ 
experiences are only considered useful during the student orientation stage, that is, before 
real lectures begin. This implies that these experiences are regarded as irrelevant to lecture 
content. Secondly, the personal social experiences that are accrued from the students’ 
different social backgrounds are termed “baggages”. This term does not appear to have been 
accidental. It reflects the view that students’ prior experiences are an undesirable element. 
Indeed, baggage is defined as “the intangible things such as feelings, beliefs and 
circumstances that get in the way of something,” (Merriam-Webster Dictionary, Online 
Edition). An impression is thus created of personal experiences representing undesirable 
elements that students bring into the teacher education course. These get into the way of 
lecturing, and they are thus best dealt with before the real teaching and learning starts, in 
the student orientation session.  
 
Consequently, instead of the students’ experiences being tapped into in order to enhance 
learning, allowing the learning of new concepts to build onto the already existing educational 
and life experiences, the students are disabused of those experiences. They are informed 
that their experiences have no place in the teacher education programme. If anything, they 
would only impede the students’ grasp of the real content of teacher education, content 
that includes the ‘tried and tested’ theories of Bruner, Piaget, Dewey and others. It is almost 
like the lecturers deliberately forget that each student enrolling into teacher education 
carries with him or her a minimum of eleven (11) solid years of formal school learning, and 
even more years of informal learning in society. Surely, all this experience cannot all be 
irrelevant. It should not be conveniently set aside, ignored or forgotten. However, true to 
hegemony, certain knowledge preferred by dominant groups is disproportionately prized 
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over other forms of knowledge that belong to less privileged groups, which are discarded 
with disdain and regarded as non-knowledge. Under epistemologies of ignorance, the new 
student teacher’ prior experiences in formal and informal education are treated as 
ignorance. 
 
Therefore, on the balance sheet of the discussion, students’ own experiences are hardly 
used in the teacher education processes. 
 
5.5.3 The students’ voice in teacher education 
The presence of students’ voice in the teaching/learning process is a central concern in 
critical pedagogy. Encouraging and increasing the students’ voice has the effect of 
countering the ‘silencing’ that characterises education-as-transmission and the ‘Banking’ 
type of education. It also raises the agentic role of students, giving them the confidence that 
they can direct their own learning and that they can question the true purpose and value of 
the things that they are asked to learn and do, as well as the manner in which they are made 
to learn. I was therefore interested to find out the levels of students’ voice in the college. 
 
The first response was positive, indicating that the institution was adopting a dialectical 
approach to their lectures. “We are taking a dialectical approach. I’m saying ‘we are taking’, 
which means we used not to do it,” said Anthony (Discussion, September 2015). However, 
this positive response was quickly dampened by the same participant’s explanation of what 
the dialectical approach entailed. In his own clarification, it emerged that the approach 
involved engaging students in seminars, where students talk and discuss, and the lecturer 
comes in “… as a moderator, rounding off, summarising the main points.”  
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However, if the lecturer directs the discussion, and uses own perspective to round off and 
summarise the proceedings, such seminars are likely to be lecturer-centred as it is the 
lecturer who sets the discussion tasks, and he/she also sets out the objectives and 
parameters of the deliberations. The lecturer also monitors the discussion, as suggested by 
being the ‘moderator’, steering it in the direction he/she sees fit. The lecturer coming in to 
summarise and round off the seminar is further evidence of lecturer control of the 
deliberations. In the end, the dialectical approach in the seminars remains largely lecturer 
dominated and the students’ voices are carefully directed to achieve specific desired 
outcomes. This is perhaps what Anthony means when, much later, he categorically denies 
that the students’ voices can be increased. He argues, “There are ways of increasing 
participation, not necessarily voice” (Discussion, September 2015). 
 
On another note, Betty argued, “… the voice of the student is heard, but to a lesser extent” 
(Discussion, September 2015). In her view, the students participate more actively just before 
examinations when the purpose of lectures is the revision of content covered in order to 
prepare students to take the examinations. This suggests a process of mere revision of what 
was taught and consolidation of the content material. Chamu even claimed that the 
students’ voice is found in the examination scripts. I then wondered whether the concept of 
“students’ voice” was not too simplistically being equated to any student view expressed in 
words or on paper. Clearly this is not the students’ voice referred to in critical pedagogy. 
 
When one considers that, in critical pedagogy, students’ voice involves questioning the 
processes and beliefs in the education system, “raising questions about inequalities of 
power, about the false myths of opportunity and merit for students,” (Popkewitz and 
Fendler, 1999, p. 50) or identifying instances of social injustice and trying to redress them, it 
becomes obvious that this is not the students’ voice reflected in the participants’ discussion. 
Students’ voice is not a question of allowing students to talk, it is allowing them to speak out 
against conditions of disadvantage, injustice, inequality, unfairness, marginalisation, etc. in 
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their day to day situations and speaking out boldly on how these should be rectified or 
improved. I can therefore safely conclude that authentic students’ voices in the critical 
pedagogy tradition are not evident in the participants’ views. Such voices are neither 
appreciated nor encouraged. My deduction is corroborated by the argument that this newly 
adopted dialectical approach is an imposed drive from the certifying authority. When I 
commented that, with the dialectical teaching approach and the open-ended examination 
questioning technique now being used, the college appeared to be “moving in the right 
direction,” Anthony quipped, “Yes. But we are being pushed,” to which everyone laughed, 
apparently in general agreement. After the laugh, he went on, “The initiative is not coming 
from us. Examinations are still controlling the way we operate. … It’s not our initiative” 
(Discussion, September 2015). As noted in Chapter 2, formal examinations often have a 
severely debilitating influence on the development of criticality because they thrive on the 
ability of students to reproduce, as accurately as they can, the same content that they 
received in the lectures. That way, they are not given room to think independently or 
question the views handed down to them in the lectures. 
 
Thus, just as is the case with students’ personal experiences in the preceding section, 
students’ genuinely critical voices seem to be missing in the teacher education practices in 
the college. 
 
5.5.4 Marginalisation in the teacher education process 
Marginalisation has been noted to be a powerful weapon in the hands of dominant sections 
of society. It is used to keep the subordinate groups under control and to deny them all 
legitimate claim to the privileges that they (the dominant groups) so abundantly and 
disproportionately enjoy. The existence of marginalised groups and the ways in which these 
groups are dealt with in this college was a prominent focal point under critical pedagogy. 
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Participants were quick to cite specific groups of individuals whom they thought typified 
marginalised populations. Among them were people with disabilities, those from very poor 
socio-economic backgrounds, and the HIV/AIDS affected. Participants described ways in 
which the college assists these disadvantaged sections of the college community. These 
measures include allocating a quota for the disabled and the very poor in the enrolment 
processes, providing free or subsidised meals to the poor and the HIV/AIDS affected. In that 
manner, “… generally, there is an aspect of inclusivity in the way students are enrolled,” 
(Anthony, Discussion, September 2015).  
 
The college efforts at addressing the plight of the marginalised groups mentioned were, 
however, facing some challenges. Anthony admitted that the nature of the identified 
marginalised persons often draws stigma from the rest of the student population, 
compelling the concerned individuals to opt to conceal their disadvantage as far as is 
possible. He noted, “Some of them may not be forthcoming because there is an element of 
stigmatisation once they show up” (Discussion, September 2015). Nevertheless, the 
marginalised students who fear stigmatisation were receiving active attention and 
assistance from the college nurse who, according to Anthony, tries “… as much as possible 
to persuade them to come forward” (Discussion, September 2015). 
 
There are two issues that caught my mind on analysis. The first is about the nature of the 
marginalised groups identified by the participants. These represent the physically 
disadvantaged (those with disabilities and the HIV/AIDS affected), and the economically 
weak (the poor). These groups are very easy to notice and they may also be relatively easy 
to assist in material terms. The participants did not mention the many other more subtly 
marginalised populations that reflect, in some ways, deeper and more pernicious intent by 
the perpetrators of marginalisation. These would include members of minority social groups, 
and the less academically endowed (at least according to the achievement scales used to 
assess them). These sometimes suffer emotional, social and psychological exclusions that 
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are very difficult to detect, and that often largely go unresolved. Cultural hegemony insists 
that most marginalised persons may themselves eventually accept their disadvantage as 
natural, inevitable and unchangeable. Perhaps these are the types that teacher educators 
would need to be wary of, but they do not seem to be aware of them. 
 
The second issue that came through strongly as I analysed the discussion was that in all the 
cited examples of marginalised groups, the effort to deal with the affected persons or groups 
was assigned to other people who are not the lecturers. The students from poor socio-
economic backgrounds would get an enrolment quota from the State and the college 
authorities. Once they were enrolled, they would be offered free meals, along with other 
severely disadvantaged persons. Even for the people with disabilities, the college chips in 
with welfare assistance to make them feel comfortable (Dorothy). The college nurse, a 
medical health practitioner, was reported to shoulder single-handedly the responsibility of 
identifying students with needs, and persuading them to come forward to be assisted. That 
sounds a mammoth task for an individual. Incidentally, that in itself indirectly interprets 
these cases of marginalisation as ‘medical challenges’, otherwise how else can the 
involvement of the nurse be explained. Instead of reducing stigmatisation, this arrangement 
is most likely to increase it. Just the thought of someone who has no medical condition to 
be attended to, visiting the nurse at the college clinic and joining the queues of others who 
have real health problems is itself forbidding. I am convinced that no amount of persuasion 
can win many marginalised people to own up and seek assistance using this route. As a 
result, the college conditions seem to force the marginalised groups to accept their fate and 
resign themselves to it. 
 
In addition, nowhere in the scheme of things did the participants see themselves with a duty 
to assist the marginalised persons. It is thus very likely that the lecturers would regard the 
challenges of marginalisation as a mere administrative field of operation. It is almost as if 
marginalisation ends outside the lecture room door, and it is only to be addressed by those 
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who work outside the lecture hall. This has the effect of teacher educators ignoring the 
disadvantaged groups, regarding all students as equal and possibly inadvertently 
exacerbating the condition of the marginalised, instead of working to abet or assuage it. 
 
On the whole, the question of marginalisation appears to be less than well appreciated by 
the participants, and actions to deal with it fall short of the needs of affected students. 
 
5.6 EVIDENCE OF CRITICAL THINKING FROM DOCUMENT ANALYSIS 
In order to gain a fuller picture of the levels of criticality in the college, it was necessary for 
me to collect and analyse some key documents that are used in the teaching and learning 
processes. From the institution, I had the privilege of being offered the Theory of Education 
syllabus, the respective scheme of work, and two recent examination question papers. The 
purpose of the analysis was to establish the levels of criticality reflected in the said 
documents, given that these instruments dictate substantively what takes place in the 
lecture rooms. Teacher educators rely heavily on the syllabus and the scheme of work to 
prepare what they teach and how they teach it. I start by reporting on my findings on the 
Syllabus and its sister document, the termly scheme of work, before I present on the 
examination question papers. 
 
5.6.1 The Theory of Education syllabus 
My analysis of the Theory of Education syllabus was quite informative. There were only two 
aims on the document. 
2.0 AIMS 
The course enables students to: 
2.1 acquire theories of education; and, 
2.2 appreciate the relevance of theories of education to 
teaching and learning. 
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(College ‘A’ Syllabus, p. 1) 
 Both aims made no mention of critical thinking or critical pedagogy. The syllabus objectives, 
derived from the syllabus aims, equally made no allusion to critical thinking and critical 
pedagogy. They were stated as follows: 
3.0 OBJECTIVES 
By the end of the course, students should be able to: 
3.1 explain the theories, aims and objectives of education; 
3.2 show the relevance of the theories of education to teaching 
and learning;  
3.3 appreciate the implications of the theories of education for the 
socio-economic situation of the country; 
3.4 use open and distance learning approaches in learning-
teaching processes; and, 
3.5 develop knowledge and skills in educational administration 
and curriculum issues. 
(College ‘A’ Syllabus, p. 1) 
The absence of these aspects in the aims and objectives could either be an omission, or a 
deliberate silence. If it was an accidental omission, I would expect to find the components 
of criticality surfacing in the teaching content on the syllabus. 
 
Further analysis revealed that the syllabus content, comprising the bulk of the syllabus 
document also contained no evidence of critical thinking or critical pedagogy. What were 
contained were lists of topics to be covered on the programme. The topics listed would be 
all very familiar to anyone who has been involved with teacher education in Zimbabwe, but 
they were even more familiar to me because I had used the same syllabus about ten years 
back, although it had one or two minor tweaks that did not alter the substantive content. 
Although my hopes were raised when I read of ‘contemporary issues’ under Sociology and 
Philosophy respectively, the lack of detail of what exactly would be covered under the issues 
listed left me wondering what approach the syllabus expected lecturers to take. Some of the 
issues itemised in this category included child abuse, domestic violence, HIV and AIDS, 
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poverty, and gender studies under Sociology. As part of Philosophy the following were 
regarded as contemporary issues: democracy, patriotism, and human rights. While these 
topics have great potential to raise critical inquiry and critical awareness of social 
malformations in society, they can equally be dealt with in a very naïve manner that treats 
such malformations as natural phenomena that are both unchanging and unalterable. 
Unfortunately, the syllabus gave no guidance on what approach would be adopted. 
 
The syllabus lists the teaching methods to be used in the lectures towards the end of the 
document. Of course, lectures top the list, followed by discussions, seminars, the use of 
resource persons, educational tours, e-learning and distance education (for use when 
students are on teaching practice). Without indicating the proposed direction of 
implementation in the use of these methods, one is left guessing what their intended 
outcomes are. However, if the syllabus aims and objectives are anything to go by, then one 
would be engaging in some wild imagination to expect the teaching approaches to 
incorporate aspects of criticality. The focus group discussion corroborates this. 
 
The scheme of work is the operational document that spells out who teaches what, and on 
what date during a college term. It represents an allocation of the syllabus topics to the 
different lecturers indicating the topic to be taught, the number of lectures it will be taught 
over, and the breakdown of the topic into sub-units for each lecture slot.  
 
On the scheme of work that I analysed, there was no teaching approach suggested, implying 
that each lecturer was free to determine the teaching strategies to adopt for individual 
lectures. An extract from the Theory of Education scheme of work in the college (see Table 
illustrates this. Of note is the fact that all lectures are scheduled to be presented by individual 
lecturers, suggesting that there was no team-teaching provisioned, at least not on the 
scheme of work. 
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Table 5.1 Extract of teaching Schemes of Work from College ‘A’ 
DATE DISCIPLINE LECTURER TOPIC/CONTENT 
21/9/15 Sociology Lecturer ‘X’ Culture 
- Conceptual framework 
- The content of culture 
22/9/15 Sociology Lecturer ‘X’ Culture 
- Theories of culture 
- Educational implications 
28/9/15 Philosophy Lecturer ‘Y’ Empiricism: Berkeley 
- What is Empiricism 
- Its background 
- Its major beliefs 
29/9/15 Philosophy Lecturer ‘Y’ Empiricism: Locke 
- Locke’s main ideas 
- Educational implications 
(Extract from the teaching Scheme of Work, College ‘A’, p. 1) 
 
5.6.2 The examination question papers 
The two examination question papers that I analysed were very comparable in nature. The 
questioning techniques were similar and question demands reflected no significant 
variation. This, I suppose, would be a requirement of examination best practice, where 
examination papers given at different times to different groups on the same syllabus should 
be of a comparable standard and make comparable demands on the student groups to 
validate the results obtained in different examination sessions. The examination questions 
generally called on students to discuss, compare and contrast, examine certain views, assess 
relationships between related concepts, and evaluate certain notions (See Appendix VII). All 
these operational demands appeared to require answers that relate directly to what was 
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taught, calling for recall. The comparisons, assessments and evaluations asked for are likely 
to have been the same aspects dealt with in the lectures. There is, curiously, no question on 
critical thinking. No question expressly asks for students’ personal experiences. Critical 
pedagogy aspects, e.g. student voice or fighting marginalisation or oppression are missing 
from any reasonable interpretation of the questions. The question papers strongly suggest 
that students would pass, and even excel, just by reproducing their lecture notes, and most 
of them probably did. On a lighter note, it would be poor examining indeed to include critical 
thinking in the examination questions when this had not been part of the syllabus or the 
teaching. 
 
5.6.3 Personal reflection 
In effect, therefore, the documents in College ‘A’ were, on a very generous assessment, very 
low on critical thinking and critical pedagogy. This is hardly surprising considering the views 
of the focus group discussion participants that critical thinking is ‘difficult to teach’, and that 
critical thinkers are considered ‘rebels’. Such views, if they are indeed the institution’s official 
line of thinking, are likely to advocate for the exclusion of criticality from the college’s 
operations, including its teaching processes. 
 
5.7 SUGGESTIONS FOR THE FUTURE OF TEACHER EDUCATION 
The participants were invited to make suggestions to improve teacher education in their 
college and in the country generally. Several ideas were brought up, with greater agreement 
on some than on others. 
 
The lecture method received the first criticism. Betty, with some corroboration from 
Anthony, called for a shift away from the lecture method to more student-centred methods, 
methods with greater student participation. While I am persuaded by the call, it may be 
necessary for the college to interrogate the numerous possibilities that the lecture method 
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allows. In fact, there is hardly a limit to the participation that students can be afforded in a 
creatively organised lecture. I will also be the first to admit, though, that many a traditional 
lecturer, especially lecturers in teacher education colleges are appointed to the post, like I 
was, with only primary/secondary school classroom teaching skills. In effect they are offered 
no relevant training on the skills of lecturing. It is possible that authorities in education do 
not see a difference between teaching in schools and lecturing in tertiary institutions of 
education. Most new appointees simply develop by imitating the lecturing practices of those 
appointed before them, who also learned in the same way. Besides that, they rely on their 
school teaching skills. It could be that the teacher educators need to undergo some 
systematic programmes that enhance their understanding of their lecturer profession. Such 
programmes would also appraise them of the wide variety of lecturing procedures. The 
challenges may not be so much in the lecture method, but more in the manner in which the 
lecture method is used. 
 
The second suggestion addressed the structure of the teacher education programme. The 
discussion surrounding this saw some participants criticising the current structure, the 2-5-
2 system, while other discussants found a lot of merit in this model, and they clamoured for 
the need to fight the temptation to go back to the traditional structure, the 3-3-3 model. For 
the reader’s information, the two models of teacher education were named after the 
respective duration, in terms of school terms, that the student teachers spent in the college 
and on teaching practice out in the schools. In the more traditional 3-3-3 version, a student 
teacher initially spent three terms (one year) in college, went on teaching practice in a school 
for another three terms, and completed the programme with a final three terms in college. 
On the 2-5-2 model, students spend an initial two terms only in college. They go out on 
teaching practice for 5 terms, and then they have a final two terms in college. 
 
Among the participants, critics of the 2-5-2 model, which is currently in use throughout all 
primary teacher education colleges, claimed that it allowed student teachers too little time 
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in college both at the beginning and at the end of the programme. As a result, students are 
dispatched on teaching practice, a very long period of attachment to schools lasting close to 
twenty (20) months on a stretch, largely without adequate background knowledge of how 
to teach. In the view of one participant, they go on teaching practice “half-baked” (Felicia, 
Discussion, September 2015). This makes the practical component of the programme too 
long (Eric, Discussion, September 2015).   
 
To this, Betty countered, claiming that it is better to have too much practice than too much 
theory. In support, Chamu argued that teaching practice is very practical and student 
teachers learn much more from it than in the lecture room (Discussion, September 2015). 
Others who supported the 2-5-2 model indicated that the model was introduced with the 
backing of research findings. The research apparently had found that the student teachers 
go on teaching practice ‘half-baked’ precisely because the practice would bake them better 
than a long stay in college where they are fed with theory. While acknowledging this 
argument, one participant protested the manner in which the model was introduced. He felt 
strongly that the model was forcibly introduced. “We weren’t convinced. We were coerced!” 
(Anthony, Discussion, September 2015). The feeling was that there was too little 
consultation of key stakeholders, whose buy-in was crucial to the programme’s acceptance, 
especially by the end users, the college lecturers. 
 
One drawback, of the long teaching practice stint in the 2-5-2 scenario was the failure by 
most students to directly benefit from their ‘rich’ practical experience. According to Chamu, 
many of them cannot link their attachment experience with the content presented in 
lectures after the teaching practice. The reason, retorted one participant, is that the lecture 
content is foreign. It is “grounded in alien values” (Felicia, Discussion, September 2015). As 
such, the content may be “divorced from their experiences”, and so they cannot connect the 
two. On analysis, I was made to think about a student teacher who is taught in lectures about 
moral development in children. The student is given detailed stages of moral development 
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from theorists like Piaget and Kohlberg, theories that are based on studies of exclusively 
European children at a particular time in history and in specific socio-economic conditions. 
The student on teaching practice is exposed to typical rural African children in a typically 
rural, third world setting and he/she is supposed to apply Piaget and Kohlberg’s findings on 
these children. Any parallels between the two settings may be extremely difficult to forge. 
The theory and the practice would be worlds apart. So in the end, the participants 
understandably did not agree whether the teacher education model needs to be revised or 
it should be consolidated in its present form. The implications, in my view, seem to be that 
the 2-5-2 model in itself may not be a factor in the failure to link theory and practice on the 
teacher education programme. The real issue may indeed be what happens, or more 
correctly, what does not happen, during the residential components of the programme, 
irrespective of whether those sessions are short or long. 
 
The question of student assessment also received some suggestions. Participants generally 
displayed misgivings at the weighting proportions between students’ coursework and the 
final examination. The examination currently carries 70% of the weighting, and the 
coursework is allocated a paltry 30% weighting. This was reportedly altered quite recently 
from a longstanding 50-50 weighting (50% coursework, 50% examination). In their opinion, 
this makes the programme far too examination-oriented. As a result, students naturally 
concentrate merely on imbibing as much content as possible just to pass the examinations. 
This disproportionate emphasis on examinations, in my view, appears to reflect the 
demands of the certifying authority more than the wishes and preferences of the college, a 
show of highly unequal power relations between the supposed partners in the teacher 
education process. And the lecturers become a marginalised lot, on the receiving end of the 
whims and dictates of the dominant elite. 
 
Unfortunately, formal examinations tend to favour those who possess the required cultural 
capital, even though the appearance they want to portray is one of objective meritocracy. 
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Examinations, therefore, become a strong marginalising tool at the hands of the powerful. 
Students who fail are thrown out of the system, and not even the lecturers can defend and 
protect them. Nevertheless, as argued elsewhere above on a different issue, the weighting 
preferred on coursework and examinations in itself can neither prevent nor assist the 
development of criticality in the learners. So the blame levelled against this weighting ratio 
may be grossly misplaced. 
 
Almost as an afterthought, one participant suggested that the teacher education system 
might benefit from a propagation of the ideas on critical thinking raised in this study. Public 
lectures were proposed. 
 
However, while the suggestion is welcome, in that it appears to recognise some value in the 
study’s concerns, the idea of once-off public lectures can never do justice to any reasonable 
development of criticality. It may only serve as a starting point, an awareness campaign, to 
be supported by substantial programmes of a sustained nature in order to develop criticality 
in all the teaching fraternity. In my opinion, appraising teacher educators of critical thinking 
skills by engaging them in occasional short appreciation courses may not be adequate to 
ensure the same skills are passed on to student teachers. Critical thinking is not a set of 
principles that one person can learn just to go on to teach them to another. The teacher 
educators must understand critical thinking sufficiently to discover its usefulness to them in 
their own lives and in their teaching. They must find it worthwhile to develop critical thinking 
habits, and desire that critical thinking colours their own thinking, teaching and assessment. 
More than that, the full hierarchy of the education system needs to have the same exposure, 
especially those who work in decision-making capacities. Their decisions and the direction 
in which they steer the education system must all be critical thinking and critical pedagogy 
friendly and, of greatest importance, they should appreciate that they need to know these 
things. 
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5.8 CHAPTER SUMMARY 
In this chapter I have presented and analysed the views of participants in College ‘A’ on 
critical thinking and critical pedagogy. On the whole, the views indicate very low levels of 
criticality in college teaching. The next chapter deals with the findings from College ‘B’. 
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CHAPTER 6 
THE LEVEL OF CRITICALITY IN COLLEGE ‘B’ 
 
6.1 INTRODUCTION 
In this chapter, I present data generated in the second site. The data as presented help to 
establish the level of criticality in this institution and, consequently, provide part answers to 
Research Questions 1 and 2. 
The second site of data generation in my research study was another teacher education 
college, named College ‘B’ for the purposes of confidentiality. In this chapter, I present and 
analyse the data that was generated from the site. I start with a description of the 
preparation for the data generation process, before presenting data related to critical 
thinking and critical pedagogy. 
 
6.2 PREPARATION FOR THE DATA GENERATION EXERCISE 
Arranging for data generation in the institution in question was much more difficult than I 
had anticipated. To begin with, I had significantly underestimated the distance to the 
institution. In addition, my mental picture of the college before I got there envisaged an 
institution that was situated at a vibrant business centre. When I arrived, I discovered that 
the church-run college was located in a mixed rural and farming area, a very sparsely 
populated locality with no independent business centres on or near the premises. The only 
accommodation on site was institutional, and that meant that I had to travel a further 50 
kilometres to secure public lodgings for my accommodation and drive to the college on a 
daily basis for the duration of my stay. 
 
My initial visit was an ill-fated attempt. On arrival at the institution and after a self-
introduction, I was very warmly welcomed by the college administration. However, on 
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explaining the purpose of my visit, I was informed that the timing of the visit was wrong as 
the college was busy with a number of programmes and events, some of which had taken a 
good number of college staff away from the premises on official business. I was advised to 
reschedule my exercise and the college administration would contact me and suggest a more 
suitable time. I accepted this and went back to await the revised dates and invitation. This 
took long, as fresh issues continued to arise in the college and that kept them postponing 
their invitation. At one time, I almost decided to strike the college off from my list and select 
a different one. However, I told myself that that would be rather discourteous, and so I 
waited. After a full month of waiting, I was eventually given the green light to visit the college 
and I set off promptly to carry out the exercise. 
 
Once again the reception was very cordial when I got there, and I was able to spend two 
days of familiarisation with the institution and staff while making arrangements for the focus 
group discussion. I also took that time to organise the venue, the date and the time of the 
discussion, and to ensure that a reasonable sample of participants was framed. To do that I 
asked the Theory of Education Head of Department to liaise with members of the lecturing 
staff in her department to identify those who were willing and available to take part in the 
discussion, and to invite them to complete the informed consent forms. In the morning of 
the day scheduled for the discussion, however, I was informed that an important meeting 
had been called for that afternoon to consider students’ teaching practise results. The 
meeting would involve all members of the teaching staff and it would start at 14:00 hours. 
The Head of Department and I had to adjust our discussion to start earlier than the 09:00 
hours we had earlier scheduled. That in itself was not problematic as the venue was free and 
the participants were more or less ready for the focus group discussion, at least most of 
them. The difficulty was that there were some student marks that still had to be computed 
and finalised, and some that still had to be located, all in time for the meeting. The people 
who were coming for the focus group discussion were the very same people who were 
supposed to work on the mark profiles, including finding the records of some students who 
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had missing marks on their profile. It was evident to me as we settled in the room and started 
the discussion that the participants were pensive and concerned about their state of 
readiness for the afternoon meeting. That explains why two of the participants only joined 
the discussion some minutes after it had started, but I took heart in the fact that they had 
agreed to turn up for the discussion and welcomed them into the discussion nonetheless. 
 
The only consolation was that, once the discussion kicked off, the seven (7) participants 
quickly warmed up to the issues raised, and they visibly dropped their pensive mood as they 
actively contributed to the exchanges. This was great relief, even though it meant that I 
needed to be constantly conscious of the need to avoid belabouring issues unnecessarily. 
Nevertheless, as long as a thread in the discussion continued to prompt fresh views, I 
allowed the group to pursue it. 
 
After the discussion, I was able to arrange a brief informal conversation for the following day 
with three of the participants to follow up on a few concerns that had not reached closure 
in the main discussion. For the purposes of anonymity of the participants and confidentiality 
of the views that they raised, the participants’ real names were not used in this report. 
Instead, the letters of the alphabet A to G were used to denote the participants. I then 
randomly selected common names that start with the letters to give each participant a 
respective pseudonym for the report. These were Abel, Brenda, Caroline, Denzel, Emma, 
Frank and Grace. 
 
6.3 CRITICAL THINKING IN TEACHER EDUCATION 
The initial part of the discussion on critical thinking centred on its perceived importance in 
the teacher education processes and in life in general, and the effects of the assessment 
procedures that are in use on the development of critical thinking skills. 
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6.3.1 The importance and inclusion of critical thinking in teacher education processes 
The value of critical thinking to life and education was generally strongly acknowledged by 
the participants. Their views supported the need to develop critical thinking in student 
teachers. This is evident in the following captions. 
 …in everything we do, we need to think critically … Even when 
you go out there to teach your pupils, you need to be a critical 
thinker to consider a number of things before you impart skills 
or knowledge to your pupils. (Brenda, Discussion, October 
2015) 
 
They (teachers) have some important decisions that they have 
to make concerning the pupils they will be teaching. So without 
critical thinking, pupils may not benefit. (Caroline, Discussion, 
October 2015) 
In the same vein, Frank emphasised: 
Critical thinking skills are very necessary. The purpose of 
education is not to produce people who are full of useless 
knowledge. … the absence (of critical thinking) in the product 
of teaching, in society, would mean society remains stagnant. 
A society without critical thinkers remains at a point that does 
not change, and no society can survive on that. (Discussion, 
October 2015) 
These sentiments were very positive, and they suggested a clear appreciation of both the 
nature and the value of critical thinking. This made me curious to find out the extent to which 
critical thinking skills were taught in the teacher education programme. To the question: “Do 
we have critical thinking skills imparted in our teacher education?” responses suddenly 
became negative. The general perception pointed to the participants’ admission that very 
little was in fact being done to promote critical thinking among student teachers. In apparent 
recognition of the programme’s weak approach to critical thinking, participants were quick 
to give reasons for the current status. Their contributions to this effect are given below. 
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Brenda bemoaned the shortage of time for the college’s failure to effectively develop critical 
thinking when she said: 
 The other issue to look at is the issue of time in relation to 
examinations. We don’t have enough time to engage our 
students in critical thinking. … Let’s suppose I want to cover 
Rousseau in philosophy of education. The time that I have will 
not allow me to engage my learners in critical dialogue. … It 
won’t be enough. Then there is an exam at the end. … I need to 
have my students have notes on Rousseau so that they can 
answer the exam (question). … So if we have lectures which are 
focusing on information giving rather than looking at issues, 
raising questions, trying to answer those questions, it (critical 
thinking) is limited. (Discussion, October 2015) 
Here Brenda admits that critical thinking is largely not taught, but she does not seem 
prepared to shoulder the blame. The reasons for the situation are posited as inadequate 
teaching time and the pressure that arises from examinations which call for painstaking 
preparations so that students do not fail. 
 
Similarly, Frank decried, “I think an examination-controlled system sort of thwarts in some 
way critical thinking” (Discussion, October 2015). As well as blaming the time allocation and 
the examination orientedness of the programme, methods of teaching were cited as an 
additional impediment. Daniel claimed: 
I think the methods we also use, …we use the lecture method 
in order to cover a lot of content. …when we want to develop 
critical thinking, we would introduce methods like debates, 
discussions and so forth. So we don’t have those. We don’t 
normally use those methods in our teaching. (Discussion, 
October 1015) 
The lecture as a method of teaching emerged as a process of notes transmission. The 
success of a lecture was measured by how much notes students ended up with in their files. 
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The greater the volume of notes a lecturer gives to the student teachers in a lecture, the 
better a lecturer he/she is. The quality of learning taking place in any lecture is measured 
directly by the amount of notes taken down by students. Frank expressed this position very 
clearly: 
…the system is the culprit. The quality assurer (a university in 
charge of teacher education through a scheme of association) 
… wants to see what volume of notes students wrote. 
(Discussion, October 2015) 
From his experience, the assessors or the quality controller express satisfaction at large 
amounts of notes by commenting: “…Yes, these students learned. Look at the amount of 
notes they wrote (Discussion, October 2015). Conversely, they would equally show 
dissatisfaction at small amounts of notes per lecture by asking: “Do you mean to say in one 
hour thirty minutes, they (students) just wrote this little?” (Frank, Discussion, October 
2015). In this way, the calibre of the lecturer and the quality of his/her lecturing are reduced 
to the quantity of notes that they give to students. Presumably, the quality of the notes is 
also considered, but the pre-eminent focus appears to be on the sheer volume of these 
notes. 
 
One is oddly reminded of the ‘jug and mug’ theory of teaching which regards the learner as 
a mug that must be filled with information from the information-rich jug, who is the 
teacher/lecturer (Richardson and Wolfe 2001, p. 9). The system also deeply resonates with 
Freire’s ‘banking education’ where learners are turned into passive recipients of information 
that flows unidirectionally from the teacher. 
 
Caroline also emphasised the importance given to lecture notes when she pointed out the 
strict requirement that every student is required to submit a ‘box file’ (the acronym for a 
large-sized lever arch file) as part of the materials for final assessment at the end of the 
programme. She insisted: 
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…at college level, they (the external assessors) want to see the 
box file with the lecture notes, the personal notes, and all other 
things. …because of lack of time, the students may just resort 
to copying these notes from their colleagues (Discussion, 
October 2015). 
The positive side to the view expressed above is that students are required to supplement 
the lecture notes with personal notes that they make from their own reading. This enables 
them to use their personal initiative to add to the knowledge gained from lectures. However, 
as Caroline points out, only very few students make this noble effort. Most students break 
into a frenzy of copying personal notes from their friends just to ‘fill up the file’ in the week 
preceding the submission of files for assessment. In the end, for these students, their files 
become impressive academic collections of material that they never personally read 
themselves. A great irony of circumstance. 
 
Generally, though, it appears that the kind of lecture method used, where the greatest 
preoccupation is on ensuring that students get ‘acceptable’ quantities of notes, significantly 
reduces the possibility of critical thinking processes in the teaching and learning situation. 
This is not helped by the written examinations that are a crucial element in the teacher 
education assessment system. Referring to schools, but equally applying to teachers’ 
colleges, Denzel argued that, “…teachers …now concentrate on passing, on their pupils 
passing exams rather than teaching their pupils to think critically” (Discussion, October 
2015). The very same argument can be levelled against lecturers in teacher education. The 
central place given to examinations makes most lecturers focus on examination preparation 
more than on any other process. This brings us back to the maxim that “What you measure 
is what you get,” (Hummel and Huitt 1995, cf. Section 1.3). This means that if the student 
teachers are assessed according to the volume of notes in the assessment files, and the 
ability to reproduce the ideas given to them during lectures in the assignments and 
examinations, then that is what the lecturers will give to them. And if no one looks for levels 
or traces of critical thinking in the assessment processes, then allocating time to develop 
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critical thinking would be considered unnecessary and a waste of the little time that is 
available. 
 
The participants soundly condemned what they regarded as the excessive emphasis on the 
examinations in teacher education. Frank cited creative persons like Henry Ford and Bill 
Gates of the Ford Motor Corporation and the Microsoft Corporation fame respectively, to 
argue that often the formal examination systems that society relies upon and uses do not 
recognise the creativity that some people possess. He stressed that the creative and critical 
individuals are more likely to ‘fail’ or at least not to perform well, while the uncritical and the 
less creative people excel by merely reproducing what they are taught. Citing that neither 
Bill Gates nor Henry Ford, or even Richard Branson if I may add, had impressive academic 
records, he said:  
A society that is bogged down by examinations will have its 
people passing, reading, but, like some Minister said, they’ll 
just be educational zombies. Society will not benefit from 
them. (Discussion, October 2015). 
Grace corroborated this, indicating that although most Zimbabweans are ‘highly’ educated, 
it is clear that their education does not appear to help them solve their life challenges. She 
reasoned: 
People are failing to come up with something that will sustain 
them, but they are educated. The curriculum planners and 
designers …simply say, “Do this, do this, do this.” …it’s like you 
are spoon-feeding somebody. We are not being given the room 
to …come up with innovative ways of doing certain things to 
sustain ourselves. So I agree with my colleagues here that we 
have educated zombies, highly educated (ones). …The element 
of critical thinking is missing. (Discussion, October 2015) 
The term zombies may sound an exaggeration, but it seems to me to suggest a description 
of individuals who are framed by an educational system into will-less, slow-thinking persons, 
who can only parrot some received ideas and thoughts, unable to show much meaningful 
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initiative to do things for themselves. Grace’s analysis above thus directly indicts the 
education system for producing people who cannot find and implement effective solutions 
to their real life challenges. Whether Frank and Grace above realised it or not, or even 
whether they intended it or not, the argument in their thesis is that the students being 
churned out in educational institutions in Zimbabwe are, generally speaking, academic 
‘zombies’. By implication, rightly or wrongly, this means that the personnel who produce 
them, the school teachers, are themselves most likely to fit that description, which in turn 
suggests that the colleges of teacher education that prepared those teachers may also be 
staffed by people who went through that same teacher education system, similarly making 
them academic ‘zombies’. The chain goes full circle and it becomes a vicious cycle of self-
production. 
 
This analysis accurately explains the processes and effects of a transmission based 
education system. When the teacher educators merely transmit the knowledge and skills 
that they have to their students, they tend to produce student teachers who only know 
what their own teachers (the lecturers) know, and they will in turn go into schools to do 
much the same. The result is a vicious cycle of sameness, where everyone has the very same 
basic limited knowledge as everyone else, and where educators are keen to re-produce 
themselves in the students that they teach. Such a process is very kind to a social system 
that brooks no change, where, according to cultural hegemony, the dominant groups wish 
to maintain the status quo. The subordinate groups must not learn to ask the important 
questions that are likely to unsettle the establishment by seeking change. 
 
If critical thinking skills were developed in student teachers, they would begin to form 
critical questions that can open their learning to other levels of higher thinking and deeper 
analysis. This why Miri et al. (2007) attribute the following abilities to critical thinking: the 
ability to question facts and opinions, ability to raise doubts, to investigate situations, to 
interrogate and find alternatives both in people’s education and in their lives. Such 
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capabilities would make student teachers ask searching questions, such as: Why are we 
taught the things that we are taught? What is the real value of what we are taught to the 
disadvantaged and struggling young people we are going to teach? Whose knowledge are 
we being taught anyway? What knowledge (theories and principles) are we kept from 
knowing (are omitted from the syllabus) and why? How can teacher education be made 
more responsive to the conditions of social injustice and inequality in the communities? 
 
Just learning to ask such questions would be a defining departure from the current prevalent 
system of simply receiving knowledge and information, and making notes during lectures. 
It turns the lecturer-dominated teaching space, characterised by the lone, droning voice of 
the lecturer, into a rich dialogical exchange of diverse voices, interrogating issues, probing 
realities, and demystifying knowledge. But more importantly, perhaps, the lecturing staff 
need to realise that they need to learn to ask these questions themselves first. They may 
need to re-examine their role, their mandate, which may require them to de-role in order 
to assume a new, more interactive and joint knowledge-producing role rather than the 
comfortable simple unilateral knowledge giving role that they now hold. 
 
6.3.2 Critical thinking: a colonial and post-colonial education comparison 
One area of interest was a discussion of the participants’ perceptions of how far post-
colonial education has shifted from its colonial counterpart as far as the teaching and 
development of critical thinking is concerned. The starting point was the acknowledgement 
that colonialists would loathe teaching the colonial subjects critical thinking skills, in a bid 
to keep the natives pacified and unquestioning. The question that I asked was: Did our post-
colonial education change to encourage our learners to become critical thinkers, which 
the colonialists did not want? 
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To this, Frank was adamant that the change that occurred, if any, was very minimal and 
insignificant. In his words, “… on a comparative note, we sort of adopted what was there. I 
would like to say we may not have introduced much in terms of coming (up) with critical 
thinking. … we may be at the same spot where we were, albeit with a little difference today” 
(Discussion, October 2015). To explain why there was so little critical thinking, Frank pointed 
out that it is the dominant groups in society that do not want people to develop critical 
thinking skills. Without mentioning the term cultural hegemony, he confidently declared: 
“Marxism would say those in power, those with wealth, would like to keep it that way,” 
much to the laughter of the other participants. The idea was taken up by Brenda, who 
argued: 
With critical thinking skills, you’ll be in a position to challenge 
the status quo. And the problem we have it’s like we have 
policymakers who are themselves, I put in quotes, ‘oppressors’ 
according to Paulo Freire. On the one hand, they speak this 
language, (while) on the other, they are speaking that 
language. Inasmuch as we say we have good education in 
Zimbabwe, …that education we have is not empowering 
learners to be critical thinkers. (Discussion, October 2015) 
This implies that just as critical thinking skills were considered to be a destabilising factor 
that had to be kept far away from classrooms and lecture halls during colonial times, so do 
they remain largely unwelcome in educational spaces even today. The suggestion is that 
there may be new dominant groups that have replaced the erstwhile colonial 
administration, and these new structures took over a system whose control they must now 
jealously guard in their own interest. What is interesting is what Brenda did by calling the 
policymakers oppressors with the word in quotation marks. I am tempted to agree with her 
interpretation, realising that very often the policymakers, who are largely government 
officials and employees, are not themselves the dominant groups that have vested interests 
to protect. They usually are mere pawns in the hands of the true dominant classes, the rich, 
the powerful and the owners of industry. Cultural hegemony holds that such are the people 
who call the shots from an invisible platform, using their visible foot soldiers, the policy 
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officials. It is those real dominant groups that do not want anyone to ‘rock the boat’ or to 
see the possibility of change. 
 
That is why one participant said, “…right now if I want to teach my students critical thinking, 
I would be considered a dangerous person here” (Brenda, Discussion, October 2015). The 
statement made everyone in the room break into a hearty laugh, and I suspected that 
someone or some people among the staff had been accused of this in the institution in the 
past. However, undeterred by the laughter, Brenda went on: 
I want to be very honest. …I would tell them (students), in critical 
thinking you need to ask why are we told to do this, why not do it the 
other way. …you question issues. So if you want to teach these 
students to be …critical, you are not a good person. (Discussion, 
October 2015) 
The viewpoint expressed above is immensely telling. It points to the reality that any lecturer 
who is deemed in some way to be teaching or encouraging students to think critically is 
regarded as ‘dangerous’ or undesirable to the system. It therefore insinuates that the 
system may have gatekeepers strategically positioned to thwart any perceived attempt to 
develop critical thinking skills among students. By logical extension, the lecturers 
themselves would be considered undesirable elements if they try to practise critical thinking 
in their day-to-day operations. What emerges as a result is an institutional environment that 
has, for all intents and purposes, outlawed critical thinking, or at least one that is not friendly 
to critical thinking. 
 
I was then left wondering at the genuineness of the claims made by participants earlier 
claiming that little critical thinking is taught because of limited lecturing time and because 
of the demands of examination preparations. It might be the case that those reasons were 
only excuses and a smoke-screen for what really transpires. Lecturers do not teach critical 
thinking because they are not allowed to do so. Anyone teaches critical thinking at their own 
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risk. In the end, just like in the colonial era, critical thinking seems to be forbidden territory 
in the teacher education college. 
 
6.4 CRITICAL PEDAGOGY AND TEACHER EDUCATION 
In this section, I concerned myself with the three elements of critical pedagogy, namely the 
use of students’ personal experiences, the level of student voices and the ways of 
countering marginalisation. 
 
6.4.1 Students’ personal experiences 
I asked the participants: “Do we involve the students’ personal experiences in our teaching 
on the programme?” The discussion on this question offered a variety of views from the 
fairly positive, to the tentative, and even some negative responses. 
 
On a positive note, Caroline indicated that occasionally reference was made to students’ 
personal experiences. In her words, “…here and there, when teaching some theories, we 
…make reference to their experiences so that they understand the concepts being taught 
better” (Discussion, October 2015). The response clearly ruled out regular use of students’ 
personal experiences. The phrase ‘here and there’ is used twice in the participants’ four 
sentences. It is an English translation of a Shona expression (Shona is one of the major local 
languages in Zimbabwe) which literally means occurring very irregularly, and at long 
intervals. This seems to imply that the use of students’ personal experiences was rather 
irregular. 
 
The idea was supported by Denzel, who referred to female students’ mothering experiences 
saying: 
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…some are mothers; some have brought up children. They 
understand how children develop, how they grow, how they 
interact …So somehow their experience comes into the 
teaching and learning process. (Discussion, October 2015) 
This, if it is done, can be very useful in helping students understand the processes and 
challenges of child development, especially that relating to very early childhood. 
Surprisingly, though, only the motherly roles and experiences were brought up in the 
discussion. The fatherly experiences of male students did not receive any mention. This 
means that when it came to such discussions, the male students would largely be excluded, 
as well as, if I may add, the younger female student population that would possess only 
second-hand or no mothering experience of their own. This could very easily amount to 
marginalisation of large sections of the student group. 
 
The rest of the discussion on the involvement of students’ personal experiences developed 
into a litany of excuses of why these cannot be used much in the lecturing process. In 
Emma’s opinion, “… because of the numbers, I think it (lecturing) is mostly from the 
lecturer’s point of view” (Discussion, October 2015). In support, Caroline opined: 
…we cannot totally say that we don’t give them the chance, 
but only a few are given the chance. You cannot allow even ten 
of them to share their experiences …because you’ll spend most 
of the time allocated for that topic sharing experiences.  
(Discussion, October 2015) 
In the same vein, Abel confessed that students’ personal experiences are not used in the 
teaching process saying: 
We don’t normally do that I think in most cases because there’ll 
be large groups. …at times we …ask them to rate their own 
experiences, especially after their teaching practice. But prior 
to that, …in my case, I don’t think I have tried to use their 
personal experiences when engaging them. (Discussion, 
October 2015) 
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Brenda emphasised the difficulty of incorporating students’ experiences in lecture delivery, 
pointing out that: 
…as we take mass lectures, it might not be …possible to have each and 
every student’s experience being incorporated in delivering concepts. 
…because they are mass lectures, it’s not everyone …given a chance 
to highlight their experiences in terms of the concepts being 
developed. (Discussion, October 2015) 
Whether the large numbers of students are the cause of the non-inclusion of students’ 
experiences, or they are a convenient excuse not to include such experiences remains 
debatable. I would, however, be persuaded to believe that the larger the numbers of 
students, the greater the variety of personal experiences and the richer the learning process 
if this valuable resource is tapped into. And if they cannot be considered wholesomely in 
the large group, opportunities could always be created for students to share such personal 
experiences in greater depth but in smaller groups, and to bring back the lessons they would 
have derived from their small group deliberations to the larger group. This strategy, and 
other creative models, could be used to circumvent the argument put forward by Denzel 
that blames the exclusion of students’ personal experiences on the time factor. He said: 
I think it has to do with time, the time we have to cover the 
syllabus. They (students) come in, we need to prepare them for 
teaching practice. They go for teaching practice. They come 
back and we need to prepare them for examinations. So, 
maybe the time period we have could be a limiting factor. 
(Discussion, October 2015) 
It appears therefore, that generally the use of students’ personal experiences in teaching 
and learning in the college is highly irregular and infrequent. When the experiences are 
used, very few individuals are involved, and these seem to come from a single minority 
group, experienced mothers. Failure to tap into students’ experiences is attributed to the 
large numbers of students that the lecturers have to work with, as well as the chronic 
shortage of time available for syllabus coverage. Of curious interest to me was the deafening 
silence on the possible use of students’ school experiences, realising that all of the college 
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students went through primary school and secondary school education before joining the 
college. The only personal experiences that participants were concerned about were the 
home experiences, and, to some extent, experiences gained while students were on 
teaching practice. The teaching practice experiences are given only some token attention 
towards the end of the programme. 
 
6.4.2 The level of student voices in teacher education processes 
In responding to the question: “Whose voice dominates our teaching/learning processes?” 
the straight answer was, “… it is the voice of the lecturer” (Abel, Discussion, October 2015). 
No participant disputed this, a sign that they agreed with the viewpoint. The other 
contributions then gravitated, almost predictably, to the reasons for the dominance of the 
lecturer’s voice, and these were many and varied. 
 
Abel and Caroline attributed the situation to the time factor. Indeed, it appeared time was 
universally being blamed for everything in the teaching/learning processes. Their argument 
suggested that the lecturer has to be the main actor and speaker so that he/she is able to 
cover all the content in the syllabus in the severely limited time available. Caroline noted, 
“…the time factor affects the way (students) contribute in lectures, and that is why it makes 
the lecturer more dominant” (Discussion, October 2015). 
 
On the other hand, Brenda acknowledged the lack of student voices and the dominance of 
lecturer voices, but, to her, this was caused by the students themselves. She retorted: 
The other reason is the nature of the students we now have 
(who) are more comfortable in having the lecturer talking than 
contributing. …they are not comfortable to share or air their 
views. …they are …cultured to a situation of taking notes, 
listening to the teacher, and to them, learning is about having 
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on paper what the lecturer has said. (Discussion, October 
2015) 
The intimation is that the calibre of student has been ‘cultured’ from the school system to 
be voiceless, to take notes rather than airing their own views. But the question that one 
may ask is: What do the lecturers do to remedy this? Do they make any effort to bring back 
the student voices, to empower them to speak out for themselves? Or are they so 
comfortable in enjoying the unequal power relationships brought about by this that they 
prefer to keep it that way? 
 
A third reason suggested for students’ lack of voice was said to be a debilitating language 
barrier. Brenda noted that, “Inasmuch as we want to discuss …with students, they are not 
comfortable in articulating their ideas in English” (Discussion, October 2015). The argument 
is that English, the language universally used in education in Zimbabwe, presents significant 
challenges to many student teachers for whom this is a second language. Frank added to 
the argument, stating: 
…the problem with the African learner is the difference in the 
languages. The language of the home and the language of 
work (and school) are different. …that is a major challenge. 
…at home, everything that the student does is in the mother 
tongue, and it’s understood very well in that context. Then they 
go to school and they have to adjust to English. (Discussion, 
October 2015) 
Ironically, this language barrier only prevents student communication during lectures, but 
the same students go on to communicate successfully with the same lecturers in English in 
their assignments and examination scripts. So it could be the nature of the lectures, or some 
things that go on during the lectures, for example, over-correcting students’ language when 
they contribute, or criticism of their manner of talking, that effectively discourages them 
from freely participating and actively raising their concerns. It was one very effective way 
employed by colonial masters. They forced Africans to communicate with them in the 
foreign language in which they were not fluent, knowing very well that this would greatly 
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undermine their ability to express their views, thereby reducing the number of complaints 
coming from that quarter. The African would have such a hard time trying to phrase his/her 
grievance in English that in most cases, the grievance would never reach its target recipient, 
especially where further arguments or explanations would be called for. This begs the 
question: Could the exclusive use of English in teacher education lectures be an inadvertent 
ploy to keep the students silent?  
 
A fourth blame was laid on the teaching/learning methods that are in use. Emma described 
why students may not need to do more than take and read the notes that they get in 
lectures. She said: 
…we cannot run away from the fact that they (students) realise 
that they can get away with it if they read the lecture notes, 
they cram them, and they are able to recall the theories and 
their application. …So, …it might limit their desire to think 
further other than just recalling what the lecturers said in their 
lectures. (Discussion, October 2015) 
On admission onto the teacher education programme, the students soon learn that what 
matters the most is accurately recording what lecturers say, take down the notes and get to 
know them well enough to answer any question that comes in the examination. They quickly 
realise too that their voices and the practice of asking of too many questions are 
unnecessary diversions from the real purpose of attending lectures, that is, receiving the 
information from the lecturers. Abel put this point across very succinctly, noting, “It is 
almost a tradition now, where …students know (that) when they come here they get their 
notes from the lecturer and it ends there” (Discussion, October 2015). This line of argument 
effectively rules out the possibility of any meaningful student voice in the teacher education 
process. In fact, rather than explain how much student voice there was, the participants 
were more keen to offer reasons for the absence of student voices in the programme. The 
position fully supports the earlier stance that claimed an over-emphasis on the value of 
taking down notes and presenting them for assessment under Section 6.3.1. 
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It was also apparent as the discussion on student voices progressed that participants were 
really concerned about simple student talk during lectures. Did the students open their 
mouths? Did they say something, anything? This was what the participants were discussing. 
Yet in critical pedagogy, student voice does not denote mere speech. It refers to ways in 
which the students make efforts to counter domination in the education process, speaking 
out against the conditions of oppression, powerlessness, social injustice and inequality that 
they face collectively as groups in the college community and in the society at large. It entails 
the students asking more questions than they answer, and requires that their questions are 
answered satisfactorily. It sees students seeking social justice and equality, demanding to 
be heard, and to be allowed to exercise their agentic role to improve the conditions of all 
who may be disadvantaged among them. This is hardly what the participants appeared to 
have in mind. Such student voices do not seem to have a place in the system of teacher 
education as duly constituted at the time of this research study. 
 
6.4.3 Marginalisation and teacher education 
Next to be tackled was the question of marginalisation within the teacher education 
processes at the college. On asking whether marginalisation existed in the institution, Frank 
confidently assented claiming, “…that one is a fact of life. There will always be marginalised 
people, but sometimes society tries to cover up” (Discussion, October 2015). Interestingly, 
while acknowledging the existence of marginalisation, the participant also hastened to 
caution that there are often attempts by society to cover up these instances of 
marginalisation. This was in agreement with both cultural hegemony and the 
epistemologies of ignorance where the causes of the problems of the disadvantaged groups 
are concealed so effectively that the subordinate groups end up blaming themselves for 
their impoverished conditions. Even what they know may be regarded as non-knowledge 
(ignorance), and they are persuaded to discard it in favour of the knowledge forms 
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established by the dominant groups. And all the while, the domination and marginalisation 
must not appear as such to the affected groups. 
 
Since the other participants raised no objection to Frank’s response, the next question was: 
Which are some of the marginalised groups and what does the institution do to minimise 
this marginalisation? 
Denzel identified female students as a marginalised group. He alleged: 
…in the lectures, …the women tend to stay back. …if you try to 
generate some discussion, I think you will find that it’s mostly 
the men who will be participating. …I don’t know whether we 
can have this as part of marginalisation or it’s just human 
nature. (Discussion, October 2015) 
The suggestion at the end of the caption above that the non-participation of women and by 
extension, the domination of male students in the lecture space, are a part of human nature 
resonates with Frank’s allegation that society is often intent on hiding modes of 
marginalisation, in this case, by making the subordination look ‘natural’, an inherent 
characteristic of human nature. Critical theory argues that these gender differences are not 
natural in any way. They are very artificial, created by some groups in society to further their 
own interests. 
 
The discussion proceeded with this example of the marginalisation of women at the centre 
of analysis. Caroline agreed, saying, “…women participation is low. …The women most of 
the time …are very quiet” (Discussion, October 2015). To this, Brenda added, “…there is this 
sort of inferiority complex in them (women), some sort of lack of confidence in themselves” 
(Discussion, October 2015). She cited a scenario where an intake of students in the college 
may be composed of 150 female students and only 50 males, and alleges that even then 
during lectures, “You still have more men participating” (Discussion, October 2015). 
However, as Brenda continued, her focus apparently inadvertently shifted from female 
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students to all females in the institution, including the lady lecturers. The whole group broke 
into laughter when she emotionally said, “…the element of culture …doesn’t bring this 
initiative in us, this urge to say something. We just look down upon ourselves” (my 
emphasis) (Discussion, October 2015). The apparent self-blame and self-pity cited here may 
reflect the sentiment that even the female lecturers feel marginalised, as shown by the use 
of ‘us’, ‘we’ and ‘ourselves’. 
 
One participant suggested that the marginalisation of women could be redressed by 
enrolling more female students than male. The question of numbers was, however, 
summarily discounted as a tool of empowerment. People in majority groups are often very 
easily marginalised by small powerful groups. Caroline clearly noted: 
Numbers do not count because at the college we have more 
women. Almost in every group we have more women than 
men. But when it comes to voting for the SRC (Students 
Representative Council) members, it is the women who vote for 
the men to be the president, instead of choosing a candidate 
from their group. (Discussion, October 2015) 
This sounds truly hegemonic, where the marginalised and disadvantaged in reality act to 
support their own marginalisation and they disadvantage themselves even further. 
 
When considering what is done to empower the marginalised, Brenda claimed that the 
female students are encouraged to be more self-assertive, assisted by the many female 
lecturers who act as female role models. She confidently asserted, “…we even pose 
ourselves as examples of women who are doing it in life” (Discussion, October 2015). 
Nevertheless, the modelling suggested by Brenda may in effect send mixed signals because 
from the previous paragraph, some female lecturers feel just as marginalised as the female 
students. 
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Some empowerment was reported to be coming from changes in teaching/learning 
methods where seminar presentations were being used more and with female student 
participation in mind. Emma described this effort: 
…previously we used to have one representative presenting for 
the whole group, where you find that it would always be men. 
But now …we have a system where we are saying every 
member of that group must make a verbal input in front of 
everyone. So in a small way, …we are trying to push them to 
stand in front. (Discussion, October 2015) 
This sounded like a positive move to bring everyone to the centre and ensure universal 
participation in the learning process. However, it may be important to note that the way in 
which it is implemented may not bear very positive results. For one thing, the female 
students appear to be compelled to participate as indicated by ‘every member of the group 
must make a verbal input’, and ‘we are trying to push them to stand in front’ (my emphasis). 
Such modalities are more likely to breed resistance and negative attitudes rather than 
voluntariness, spontaneity and self-confidence. I admit, however, that other more 
conducive methods may also be in use to inspire the female students to participate. 
 
In spite of the efforts at empowering the marginalised, some feeling of helplessness came 
through when Brenda sounded the oft cited problem of time. On being asked whether 
anything is done to empower marginalised groups like women, she expressed this view: 
Yes, we do. But the problem we have is the time we have with 
them. You need to have them have a change of attitude. …So 
the time we have might not be sufficient to have them have a 
change of attitude. (Discussion, October 2015) 
While I truly sympathise with the participant’s challenge, it is worth noting that one of the 
reasons why many people do not make any meaningful effort to empower marginalised 
groups is the perception that there is insufficient time to see the process through. Believing 
that there is too little time to bring about change often becomes a good reason to do 
nothing. 
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In the final analysis, marginalisation is recognised in the teacher education programme, but 
efforts at countering it appear to be compromised by the mixed feelings among participants 
of just how much they can change and whether they can change anything at all. 
 
6.5 EVIDENCE OF CRITICAL THINKING FROM DOCUMENT ANALYSIS 
To complement the views expressed in the focus group discussion, I requested to be 
supplied with the Theory of Education syllabus and a copy of a past examination question 
paper. Because of the pressure that was bearing on the participants regarding the 
unforeseen meeting in the college, I had to release the members of the focus group 
discussion soon after the discussion and I forgot to receive the documents that I needed. 
When I later asked for these by phone, I was told to seek the college principal’s permission 
first. This I did after talking to the principal, who then forgot to inform the Head of 
Department to dispatch the documents. After weeks of waiting, I contacted the Head of 
Department, who said she could not act without the express approval of the principal. 
Unfortunately, the principal was now out on college business. It was eventually a plea with 
the Vice Principal that saw the documents being released to me, to my great relief. 
 
6.5.1 The Theory of Education syllabus 
A perusal of the syllabus aims and objectives showed that no explicit mention of critical 
thinking or critical pedagogy is made. A hint of ‘analytic skills’ (Aim 2.4) and problem-solving 
skills and attitudes (Aim 2.2) are the closest that the syllabus gets to criticality. The two 
objectives read: 
2.0 AIMS 
The course aims to: 
2.2 equip student teachers with skills, attitudes and 
techniques which will help them appreciate and deal 
182 
 
with everyday classroom practices; 
2.3 …. 
2.4  develop in student teachers analytic skills in comparing 
the Zimbabwean education system with those of 
selected countries. 
(Theory of Education Syllabus, College ‘A’, p. 1) 
However, such skills are often developed in a very general sense that does not reach even 
the basic levels of criticality. In any case, outside of any mention of critical thinking, it would 
only be reasonable to assume that these skills do not refer to critical thinking per se. 
The syllabus content was in some way a little more intriguing than the aims and objectives, 
yet equally not revealing. One section under Philosophy of Education includes Matthew 
Lipman and his community of inquiry under the general heading ‘Philosophy for Children’. 
This topic could enable students to start appreciating the value of teaching philosophic 
analysis to young children. Nevertheless, not all philosophic thinking is critical thinking. 
There is notable ambiguity when the syllabus places Rousseau, Montessori, Pestalozzi, 
Froebel and Lipman all under Philosophy for Children. The section reads as follows: 
4.3.1.4  Philosophy for Children 
      4.3.1.4.1 General characteristics of child-centred education 
      4.3.1.4.2 Rousseau and naturalism 
      4.3.1.4.3 Montessori and the prepared environment 
      4.3.1.4.4 Pestalozzi and the permissive atmosphere 
      4.3.1.4.5 Froebel and the kindergarten movement 
      4.3.1.4.6 Matthew Lipman and Community of Philosophical   
          Inquiry 
(Theory of Education Syllabus, College ‘A’, p. 6) 
While the rest of these philosophers are leading proponents of child-centred education, 
only Lipman is truly a proponent of Philosophy for Children. It means that either the 
department is not clear on the nature of Philosophy for Children, or they made a 
classification error by including irrelevant philosophers, or yet, they gave the section of the 
syllabus an incorrect name. Any of these possibilities detracts from the accuracy of their 
understanding of Philosophy for Children, and from the effectiveness with which the topic 
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may be taught. It is, therefore, highly doubtful that any critical thinking would be developed 
in this part of the syllabus. 
 
Another section is titled ‘Critical Pedagogy’ (Syllabus 4.3.1.7) and under it, the name of Paulo 
Freire is indicated. However, nothing else is added and it remains very vague what exactly 
is to be covered on Paulo Freire under the topic, and in relation to what. So a very relevant 
topic is so thinly stated that its meaningful coverage appears dubious. 
 
A third section, this time under Educational Management, specifies ‘Problem-solving and 
decision-making skills’ (Syllabus 4.3.2.5.2). In the part, some interesting aspects are listed 
as: 
4.3.2.5.2 Problem solving and Decision Making Skills 
4.3.2.5.2.1 Conceptual analysis; 
4.3.2.5.2.2 Importance of problem-solving; 
4.3.2.5.2.3 The process of problem-solving and decision-
   making; 
4.3.2.5.2.4 Barriers to effective problem-solving; 
4.3.2.5.2.5 Overcoming barriers to problem-solving. 
  (Theory of Education Syllabus, College ‘A’, p. 8) 
 
The sub-topics have close relationships with critical thinking, but, once again, they do not 
seem to be receiving attention from the angle of critical thinking. They are taught merely as 
tools of management in educational settings. Sadly, no critical thinking is included in the 
section. 
 
The teaching approaches suggested in the syllabus make a formidable list. Predictably, at 
the top is the method of mass lectures, then seminars, tutorials, team-teaching and peer 
group teaching follow. Other approaches mentioned include observations, IT sources, 
distance education, and even handouts and assignments. While the list of methods is quite 
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long, the focus group discussion participants appeared to indicate that the overriding 
teaching method used was the lecture method, with some occasional small group seminars 
at intervals. In the absence of explanations to the contrary, I can safely assume that all these 
methods are used in ways that promote the programme aims and objectives, where no 
criticality is indicated. Therefore, the approaches are also likely to be used for purposes that 
do not include or promote, critical thinking. 
 
One noteworthy point of analysis was that the syllabus in this college was very long, almost 
twice the length of the syllabus in the other college. It then dawned on me why the 
participants in the focus group discussion continually lamented the shortage of time. The 
sheer breadth of the content they have to cover is disproportionate to the time they have 
to teach it in. This is probably caused by numerous incremental adjustments made to the 
syllabus over time. When the new content is not matched with collateral subtractions of 
what is redundant, the syllabus tends to grow longer and the content becomes more 
difficult to cover in the limited time available. The temptation is then to cover as much as 
possible quickly, using lectures. The tendency is also to ensure that students have 
reasonable notes to be able to answer examination questions, not to make them effective 
teachers. 
On the whole, the syllabus shows some potential to include criticality, but criticality aspects 
are not meaningfully expressed on it yet. 
 
6.5.2 The examination question paper 
The question paper that I analysed (See Appendix VII) had no surprises. Most questions 
called for discussion (Questions 3, 5, 6 and 8), analysis (Questions 2 and 7), assessment 
(Question 1), examination (Question 4) and evaluation (Question 9). The operative word 
used in each question appears to suggest the approach that was taken to address the topic 
during lectures. None of the questions asked for the student’s personal view on an issue, 
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and personal experience is largely irrelevant in answering the questions. One assumes, 
therefore, that the questions seem to require general information which they are expected 
to have in their lecture notes. No critical interrogation of the theories and concepts 
discussed is asked for in any of the questions. If it is, then the request is so silent and subtle 
that no student can be penalised for not including it. 
 
6.5.3 Personal remarks 
From my analysis, some attempt to include topics that are fairly related to criticality is 
evident. However, that attempt is still half-hearted and unsystematic. The inclusion, for 
example, of Philosophy for Children and Critical Pedagogy is still poorly defined and it is yet 
to be reflected in the course aims and objectives. Perhaps credit could be warranted for 
these first faltering steps towards including criticality. It is hoped that the focus group 
discussions that were part of the research study assisted to awaken some introspection 
among the participants and this might mark a fresh realisation of the need to systematically 
address criticality in the programme. I made sure that I availed a fairly large amount of 
literature on critical thinking and critical pedagogy to each of the participants before I left 
the institution. The literature, if used, may be instrumental in clarifying the nature of 
criticality and ways of developing it in teacher education as well as in education in general. 
Participants may well find valuable benefits in using the critical thinking skills in their 
practice and in their personal lives. 
 
 
6.6 SUGGESTIONS FOR IMPROVEMENT OF TEACHER EDUCATION 
Participants offered suggestions that they hoped would improve teacher education in their 
institution and elsewhere in the country. Their views were four-fold, including empowering 
the student, reducing the importance of lecture notes, making the residential component 
of the programme longer, and diversifying the quality control base of teacher education. 
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One of the recommendations brought up by participants sought the empowerment of the 
student in the teacher education process. Brenda posited, “…we would want to see a system 
of education which empowers the learner. Empowering the learner is making him or her a 
critical thinker, (rather) than a system which is based on acquisition of knowledge. …it also 
starts with the policymakers realising that” (Discussion, October 2015). To this, Caroline 
added, “…we would want to see the powerless having the voice in the system” (Discussion, 
October 2015). 
 
The attempt to raise the status of the students by giving them greater voice to determine 
what happens in the teacher education programme and by involving them in the decision-
making processes would be a welcome move. The modalities of this empowerment process 
was not articulated in any detail, but that mere realisation of the need to elevate the student 
represents an important statement which, for all intents and purposes, appears to have 
developed over the duration of the focus group discussion. The awareness among 
participants that such change would only succeed if it included the policymakers, would 
ensure that the paradigm shift would be holistic and system-wide. Tinkering with small 
structures in individual institutions would not have the desired outcome as it would leave 
out large sections of affected and key populations at all levels of the system. 
 
Participants also suggested a shift away from the current emphasis on lecture notes and the 
scrapping of the requirement for students to have their notes examined as part of the final 
assessment process. Grace led this thinking, saying: 
I would like teacher education to make improvements in the 
area of documents for assessment, maybe by removing files. 
…the moment we keep on giving them notes, notes, notes, 
notes, they will not develop research skills. (Discussion, 
October 2015) 
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Effectively this recommendation would greatly assist lecturers to wean off students from 
the tradition of information transmission, encouraging the students to learn more widely by 
developing independent knowledge getting, knowledge building, and information selection 
skills. These would be necessary steps towards achieving critical pedagogy, and in the 
process, it would develop criticality both among the staff and in the student groups. 
 
The third suggestion proposed a change in the programme structure, to give more 
programme time to the residential part while reducing the teaching practice component. 
An alternative would be increasing the length of the teacher education programme, e.g. 
from the current 3 years to 4 years. The second scenario would be nothing new, as there 
was a time when primary school teacher education was four years’ duration. However, in 
some way, I was not convinced that time was a critical factor in the development of critical 
thinking and criticality. The reality may suggest that merely adding more time to the 
programme, without significant corresponding changes to the modus operandi and the 
mind-sets of the programme participants, will simply result in more of the same. Lecturers 
may actually celebrate the newly found additional time to give more notes to the students. 
My view is that whatever time is allocated, even as exists in the current situation, justice 
can be done to the development of criticality if all players understand the need and if they 
possess the correct tools and attitudes to help develop critical thinking and to use critical 
pedagogy. 
 
The last proposal related to the curious situation where all teacher education institutions 
are mandatorily associated with a single university which becomes the quality control body. 
This has a history in the existence of a solo university during the colonial times in the 
country. That situation meant all teachers’ colleges had to associate with the university 
available. When other universities sprung up after the attainment of independence in 1980, 
the standing arrangement continued to fly in the face of new realities. The participants in 
the discussion felt that individual teacher education institutions need to be allowed to 
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choose which university among the 15-odd such institutions now existing, to associate with. 
Frank declared, “…teacher education could improve if it was decentralised from one quality 
assurer. The associateship could be spread” (Discussion, October 2015).  
 
Widening the association base would mean that there would be some variety in the quality 
of teachers produced under the distributed stewardship of the different universities. If 
anything, the different universities would naturally compete in the teacher education 
process, resulting in improvements in the eventual calibre of teachers released into the 
school system. When one university is in complete charge, systems may fail to self-renew 
and a monolithic kind of teacher may be produced, spreading the risks of any possible 
shortcomings to the whole nation’s education system. There is also certainly the challenge 
of in-breeding where the teachers produced by a single system go on to assist the 
production of other teachers (through teaching practice attachment). In that scenario, 
innovation and renewal are difficult to fathom. The calibre of teacher produced, even from 
different colleges, becomes so predictable and uniform that the education system 
eventually suffers more than it benefits. Using several quality control bodies might 
accommodate some quality assurers that may be progressive in outlook, some that may be 
radical in approach, and others who may prefer to remain downright traditional and 
conservative, and several other varieties in between. These differences are likely to 
introduce variety in the schools through the differences in the teachers produced, and to 
allow a vibrant cross-pollination of approaches that would enrich the educational teaching 
and learning space. 
 
For the reasons discussed above, I was tempted to go along with the suggestion to widen 
the quality control base for teacher education in the country. 
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6.7 CHAPTER SUMMARY 
In this chapter I have presented and analysed data generated in College ‘B’. Generally, there 
is very little evidence of the teaching of critical thinking skills or the use of critical pedagogy 
in the teacher education processes. Participants gave more reasons why this state of affairs 
is the case than examples of where criticality is promoted. The next chapter synthesises the 
issues that emerge from the data analysis. 
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CHAPTER 7 
SYNTHESIS OF MAIN FINDINGS AND DISCUSSION OF EMERGING ISSUES 
 
7.1 INTRODUCTION 
This chapter, coming as it does between the previous two chapters that dealt with data 
generated from the two sites, and the final chapter of the research study, has two main 
purposes. The first is that in the chapter, I make efforts to tie up, through comparisons and 
contrasts, the data that came from the two colleges. I see this as important as it enables me 
to establish areas of common ground and to single out issues that appear to be unique to 
each institution. The analysis sets the stage for the framing of emerging issues that point 
towards the conclusions and recommendations to be presented in Chapter 8. While the 
chapter does not answer any particular research question, it sets the tone for the answering 
of Research Question 3, which is done in the next chapter. 
 
I think it is fitting that before I discuss the findings, I should once again clarify the key terms 
that are used extensively in the ensuing sections. I refer here to the terms critical thinking, 
critical pedagogy, and criticality. For the purposes of analysing the research’s findings, 
critical thinking is taken to denote the skills a person can develop to analyse one’s own 
thinking and that of others. The aim is to ensure accurate assessment of ideas and the use 
of justifiable criteria to make personal judgments and decisions. It is a personal, reflective 
capacity. Critical pedagogy is used here to refer to the principles and skills that draw from 
critical theory and are used in education. Its aim is to make people question the social 
inequities, the social injustices and undemocratic structures that see groups of people being 
treated unfairly and suffering distinct disadvantage in relation to others. The intention of 
critical pedagogy is to develop the ability to analyse such social conditions and nurture the 
zeal to want to change them in a collective manner. Critical pedagogy is social in character, 
where critical thinking is largely personal. 
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Criticality becomes the general, overriding ability and attitude of skilful criticism. As such, it 
can draw from critical thinking, as when a person is able to critically analyse his/her own 
thinking and that of other people. But it can also draw from critical theory and critical 
pedagogy, where the person, in a group, critically assesses social conditions that are skewed 
in favour of some groups against others, and gathers the courage to work with others to 
change the system. Criticality can thus draw from both critical thinking and critical 
pedagogy, and then it may reflect a stronger brand of critical analysis. 
 
7.2 SYNTHESIS OF RESEARCH FINDINGS 
A summary of the findings drawn from data presented in previous chapters needs to respect 
the specific aspects into which that data were presented in order to ensure 
comprehensiveness and adequacy. I therefore consider the research findings in respect to: 
(a) the value placed on criticality by the participants; (b) the level of critical thinking in 
teacher education; (c) the level of critical pedagogy in teacher education; and (d) 
participants’ views on what needs to be done to improve teacher education. 
 
7.2.1 The participants’ perceived value of critical thinking and critical pedagogy  
Regarding the importance of criticality in teacher education processes, participants from 
both institutions strongly concurred that there was great value and many benefits in 
adopting criticality in teacher education. Some of the uses and benefits were cited as 
existing in areas of problem-solving and decision-making (Sections 5.4 and 6.3.1). Teacher 
educators, according to participants, are called upon to make numerous decisions in their 
teaching, and such decisions are improved if critical thinking is applied in the process. The 
work of the student teacher after the programme was noted as equally fraught with 
judgement, decision-making, and problem-solving. To this end, it was suggested that they 
too needed critical thinking skills to help them perform these tasks in their work. 
192 
 
 
It is clear that the value of critical thinking was universally acknowledged and appreciated. 
However, participants commented on critical thinking and not on critical pedagogy. It 
appeared that they did not have anything to say on critical pedagogy and either they did not 
see its value or they did not understand it. The latter appears to be the case. 
 
7.2.2 The levels of critical thinking existing in teacher education 
The views of the participants generally pointed to very low levels of critical thinking in 
teacher education in the two colleges. Where critical thinking existed, it was only found in 
a few lecturers, not in all. This meant that there was no effort to ensure that lecturers 
develop critical thinking skills and it suggests that the few who had any critical thinking skills 
merely picked them up individually through personal interest. Such critical thinking skills are 
most likely to be only of the basic type, fitting Stage 1 (The unreflective thinker) or at most, 
Stage 2 (The beginning thinker) as explained in Section 2.6). The teacher educators would 
use these skills very inconsistently and they may use them unintentionally and 
unconsciously. They are also less likely to be confident of their critical thinking skills. The 
bottom line, though, is that the education programme has not established a systematic 
approach to the development of critical thinking in teacher education. 
 
Another significant finding relates to the participants’ view of the difficulty of teaching 
critical thinking skills. It was made clear in College ‘A’ that critical thinking is very difficult to 
teach. This perception, if widely held, may effectively keep practitioners in teacher 
education from ever attempting to teach it. In fact, it is sufficient reason for teacher 
educators themselves not to even attempt to develop those skills in themselves to start 
with. In line with this perception, participants were more eager to offer excuses for not 
teaching critical thinking skills than to describe the amount of critical thinking reflected in 
their practice. Their excuses ranged from perceived shortage of time, to the large numbers 
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of students and the pressure arising from examination processes, among others. There is no 
evidence in literature that suggests that critical thinking skills are more likely to be taught 
where the educational programme has more time, or where there are smaller numbers of 
students. One is tempted to interpret these excuses offered by teacher educators as 
possible indicators of their negative perceptions of critical thinking skills, or a subtle phobia 
of such skills. Neither of these indicators is likely to encourage them to want to teach these 
skills. 
 
A comparison between levels of critical thinking currently with levels during colonial 
education in the country raised some rather curious findings. Very close parallels were 
drawn between the two systems in discussions at both colleges. Granted that there was no 
critical thinking allowed under colonial education, this indicates that there is equally very 
little critical thinking in the education system today (Sections 5.4, p. 138; 6.3.2, p. 165). This 
was further evidenced by the conviction expressed in both institutions that any person who 
practises critical thinking is regarded as a ‘rebel’, ‘a dangerous person’, or just ‘not a good 
person’. Such labels used to describe critical thinkers imply that critical thinking skills and 
practice are clearly undesirable and unwelcome. As I stated in Chapter 6, in this situation 
teacher educators would practise critical thinking skills or teach them entirely at their own 
risk. Although the consequences of doing so were not described, it is most likely that no one 
would dare become dangerous to the system. Rebels are also likely to be ejected from the 
system in one way or another. With the unprecedented high unemployment levels in the 
country presently, any sane person in employment would be ill-advised to put their job on 
the line by doing what the system does not approve of, teaching critical thinking. The finding 
means that there is hardly any teaching of critical thinking in the teacher education 
programme. 
 
7.2.3 The levels of critical pedagogy in teacher education 
Critical pedagogy as a concept appeared to be outside the vocabulary of the participants. 
When I asked whether they knew anything about critical pedagogy in College ‘A’, all the 
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participants could offer in response were names of personalities, some of whom were only 
very remotely associated with critical pedagogy. For all practical purposes, participants had 
no working appreciation of critical pedagogy. 
 
When I turned to consider individual components that indicate critical pedagogy, namely 
the inclusion of students’ personal experiences, resisting marginalisation, and increasing or 
including student voices, at least some discussion was generated. The findings from the 
discussion indicated that very limited student’ personal experiences were included in the 
lectures. The reasons for this were given as shortage of time, the large numbers involved in 
the teaching process, and a general lack of relevant experiences worth discussing. 
Participants indicated that some women’s child-rearing experiences were occasionally used, 
and students’ teaching experiences were discussed after they return to college from 
teaching practice. All other students’ personal experiences were regarded as irrelevant, and 
at one time they were even described as ‘baggage’ brought into the teacher education 
programme that should be discarded. Effectively, very little students’ experiences are used 
to enhance the learning process. 
 
Similarly, student voices are not given any meaningful space on the teacher education 
programme. Participants blamed the nature of the students (cultured to be quiet and only 
to take down notes) as well as on their lack of English language proficiency for their lack of 
voice. In fact, the participants were only concerned about student speech, and their 
contribution during lectures. They did not understand the true import of voice as carried by 
critical pedagogy. It is therefore safe to conclude that no student voices are evident on the 
teacher education programme in both institutions. The lecture method that is used 
extensively and the large number of students were given as the reasons that limit student 
voices. These were not credible reasons. 
 
As far as marginalisation was concerned, both discussion panels acknowledged the 
existence of marginalised groups. However, their understanding of marginalisation 
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appeared to be limited to the more obvious and widely acclaimed instances, e.g. of persons 
with disabilities and the poor in College ‘A’, and women in College ‘B’. The strategies 
suggested to deal with these forms of marginalisation were rather inadequate and they 
hardly reflected critical pedagogy. In College ‘A’, the onus to fight and correct 
marginalisation was given to the college nurse, and the college administration. The 
participants saw no role for them, except encouraging all students to contribute during 
lectures. In College ‘B’, marginalisation of female students was countered by forcing them 
to take part in group presentations and making them learn from model female lecturers in 
the college. Both strategies sounded rather ineffective and appear to have little 
understanding of the root causes of such marginalisation or its structural basis and social 
ramifications. In effect, marginalisation was poorly understood and it was not effectively 
addressed. 
 
In the final analysis, it is difficult to talk about meaningful critical pedagogy in the two 
colleges. 
 
7.2.4 Suggestions for the improvement of teacher education 
Participants in the two colleges had some similarities in what they perceived to be ways to 
improve the teacher education programme. Both colleges felt that the lecture method 
currently in use needs to be changed. In College ‘A’, the lecture method was reported to be 
inhibiting the teaching of critical thinking. However, College ‘B’ did not criticise the lecture 
method as such. Participants in the college were rather critical of the system of giving 
students notes, large volumes of notes, and assessing the notes as part of the examination 
process. In their view, note-taking reduces independent learning and research, and thus it 
is inimical to critical thinking. 
 
Another similarity concerned the structure of the teacher education programme. Both 
colleges expressed sentiments that the programme needs to be re-examined to improve its 
effectiveness. In College ‘A’ the issue raised quite some debate and controversy, with some 
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participants calling for a variation of the time allocation between the residential periods and 
the teaching practice period, shortening teaching practice and lengthening the residential 
period used for lectures. In College ‘B’ there was less controversy. The suggestion was to 
make time for more lecturing. It is not clear just how these suggested time allocation 
variations would impact on the teaching of critical thinking skills or enable the use of critical 
pedagogy. 
 
Participants in College ‘A’ also clamoured for a better balance between the weighting given 
to coursework and examinations. They felt the ‘excessive’ weight (70%) given to 
examinations was grossly unfair. However, with no criticality apparent in either the 
coursework or the examination, this suggested change has no real bearing on the concerns 
of this research study. A call from College ‘B’ to empower students came as a realisation by 
participants of the general powerlessness that students have in the teacher education 
programme. It was encouraging to note that participants saw this need to allow students to 
take greater charge of their affairs. Nevertheless, this desire to see students empowered 
was not accompanied by any functional ways to effect it. 
 
The quality control system in teacher education also came under scrutiny. Participants in 
College ‘B’ suggested that the introduction of more quality assurance bodies than the 
present one could introduce new thinking in, and improvement to, the teacher education 
processes. There cannot be any firm guarantee though that other quality assurance 
organisations would accommodate criticality, and the extent to which they may do so 
remains uncertain. 
 
The final recommendation from College ‘A’ sought public lectures on critical thinking and 
critical pedagogy. This would be a necessary initial step towards efforts to increase the levels 
of criticality in the teacher education system, as long as it does not degenerate into a mere 
talk show. Many such a campaign has ended up as a talk show where people attend, clap 
hands a lot, then they conveniently walk away and quickly forget about the content of the 
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address. Soon after it they slide back into their ordinary comfortable routines, just as if 
nothing ever happened. 
 
It is worth noting that in both colleges, recommendations for teacher education did not 
directly address the introduction of critical thinking or critical pedagogy in the individual 
institutions by involving the staff members who included the participants. It was surprising 
to me that after close to two hours of discussing critical thinking and critical pedagogy, 
participants would find no suggestion that spelt out something that they could do differently 
to further the interests of developing criticality in their teacher education practice. I could 
see the effects of cultural hegemony unfolding right before me. The teacher educators 
regarded themselves too clean to do the dirty work of starting to ask the difficult questions 
to the system. They were too timid to initiate the ‘risky’ business of interrogating the 
inequalities and the social injustices that look them in the eye on a daily basis. They were 
prepared only to suggest that other people should do that work. In that way, they became 
inadvertently complicit in the hegemonic set up that prefers to see things stay the same, 
with the powerful dominating the less privileged and enlisting members from the same less 
privileged groups to assist them in achieving that purpose. 
 
The epistemologies of ignorance similarly went a long way to explain the reality on the 
ground, where certain knowledges, especially critical thinking and critical pedagogy, were 
systematically hidden from the educators’ view. In fact, the teacher educators were directly 
instrumental in ensuring the exclusion of the same knowledge from student teachers. Even 
after openly admitting that critical thinking skills and critical pedagogy were absent from 
their teaching-learning processes, and confessing that as teacher educators, they were not 
critical thinkers themselves, I could only see the power of epistemologies of ignorance when 
none of the research participants suggested that the teacher education syllabus should 
change to include critical thinking and critical pedagogy. Participants openly admitted that 
the syllabus did not contain critical thinking, and yet they went on to suggest that maybe 
that syllabus used different terms, like ‘creativity’, ‘innovation’, and ‘problem-solving’. This 
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was clearly defending the system by twisting reality where such defence was both 
unnecessary and unjustifiable. But then epistemologies of ignorance can make people 
regard their ignorance as knowledge, or more accurately, they can prevent them from 
recognising their ignorance. In the same vein, participants on several occasions blamed the 
victims for the ills in the system. The lack of student voices was blamed on the ‘nature of 
the students’. The failure to take into account most of the students’ personal experiences 
was reported to be caused in large part by their large numbers. Even those who are failed 
by the system in the educational programmes end up blaming themselves for 
‘shortcomings’ that make them fail. Blaming the victim always leaves the true causes of the 
problems being analysed hidden and it does not help to even begin to solve the problem 
concerned. Apportioning the blame to the wrong parties, often the victims, in the end 
becomes just as ineffective as assigning the wrong agents to redress the problems, e.g. 
asking the college nurse to solve the marginalisation of sections of the college population 
that clearly have no health issues to be attended to. 
 
7.3 EMERGING ISSUES 
From the discussion and analyses in the study, certain issues emerge, and here I describe 
those that stand out loud and bold in answer to the first two research questions. As evidence 
has shown, the participants do not impart critical thinking skills or engage in critical 
pedagogy to any significant extent. They offer many reasons for this state of affairs, among 
them the shortage of time on the programme, the large numbers of students in each intake, 
and the demands of the examination system. It came out during the discussions, though, 
that some participants pointedly questioned the extent to which teacher educators 
possessed critical thinking skills themselves. The truth of the matter is that none of the 
participants educated in Zimbabwe would have gone through any formal critical thinking 
education programme. It follows therefore that none of them would possess any 
substantive knowledge of critical thinking skills, apart from a few imperfect, self-taught 
thinking abilities.  
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The emerging picture is that the participants would all not have any meaningful critical 
thinking skills to impart to their students. The teaching of critical thinking is further made 
unnecessary by the absence of any reference to it in the teacher education documents. In 
addition, the examination questions ask for no critical thinking or critical pedagogy per se. 
This implies that any teacher educator who would teach critical thinking would be teaching 
what was not in the syllabus, what he/she would have very limited knowledge of, and what 
would not be tested in the examinations. It makes it highly unlikely that any sane lecturer 
would do so. It also emerged that the colonial education’s stance of avowed disapproval 
and suppression of critical thinking has long outlived the colonial era and somehow it 
continues to determine the state of affairs in teacher education, and possibly elsewhere in 
the wider education system, in Zimbabwe today. 
 
Under critical pedagogy, none of the three flagship components, personal experiences of 
students, students’ voices, or dealing with marginalisation, are handled meaningfully. 
Participants generally admitted that the students’ experiences could not be included most 
of the time, and that the lecturers’ voices dominated the teaching-learning space. At one 
point it was even claimed that marginalisation was a natural phenomenon in society. Very 
often their analysis of these aspects that are central to critical pedagogy betrayed limited 
understanding of their true nature, suggesting, once again, very low levels of critical 
pedagogy application. 
 
The teacher education documents analysed did not change the emerging pattern. The 
syllabi did not explicitly mention critical thinking or critical pedagogy. Just a few topics could 
tenuously be linked to critical thinking or critical pedagogy, but they were expressed without 
any such link, or the link was made but with no clear indication of what was to be covered, 
and with what objective in mind. No specific request for critical thinking was made on the 
examination question papers. So in effect, teacher educators are not called upon to impart 
criticality skills on the programme. 
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7.4 CHAPTER SUMMARY 
In this chapter, I have offered a synthesised analysis of the research findings by summarising 
views expressed from the two research sites showing areas of agreement and areas of 
difference. The purpose was not to compare the views from the two institutions, but to 
show the combined picture that is formed by the viewpoints raised and the points of 
emphasis shown. The research study draws to a close with concluding considerations in the 
next chapter. 
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CHAPTER 8 
CONCLUSIONS AND RECOMMENDATIONS 
 
8.1 INTRODUCTION 
The rounding up of the research study started in the previous chapter. In the present 
chapter, I give the major conclusions, the recommendations, limitations of the study, 
suggestions for related further research, and some final personal remarks. 
 
8.2 CONCLUSIONS  
It may benefit the reader here to be reminded of the research questions that formed the 
basis of this research study. These were: 
1.4.1 Main Research Question 
What is the state of criticality in the Zimbabwe teacher education programme and how can 
they be improved? 
 
1.4.2 Sub-research Questions 
1.4.2.1 What are the lecturers’ perceptions of the levels of criticality in teacher education? 
1.4.2.2 How does the nature of syllabi and examinations in the teacher education programme 
support the nurturing of criticality in student teachers? 
1.4.2.3 How can criticality be effectively developed among student teachers? 
(cf  Section 1.5, p. 15)  
 
From the findings of the research study, the following conclusions can be drawn. 
 
 There are very low levels of critical thinking skills and critical pedagogy in the teacher 
education programme. This seems to be because teacher educators do not possess 
formal critical thinking or critical pedagogy education. Perceptions of people exhibiting 
critical thinking skills or using critical pedagogy are negative, regarding them as 
dangerous persons, subversive elements, and anti-establishment forces that are 
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unacceptable to the system. This effectively deters teacher educators from openly 
showing such skills and attitudes. As a result, very negligible, if any, critical thinking skills 
are passed onto student teachers on the programme. 
 
 Some teacher educators appear to believe, incorrectly though, that they know critical 
thinking, and that they are already teaching critical thinking skills when the discussions 
and the document analysis proved otherwise. Evidence pointed to teacher educators 
having little substantive knowledge of either critical thinking or critical pedagogy, and no 
requirement for this knowledge is reflected in the teacher education programme 
blueprints. The same conclusion was reached in a study of American colleges and 
universities by Paul and Elder (2005) (cf. Section 2.4, p. 55).  
 
 The major operational documents on the teacher education programme, the syllabi and 
the teaching schemes of work, do not clearly reflect critical thinking or critical pedagogy. 
The examination questions equally make no specific demands on students to show any 
critical thinking skills or to demonstrate attitudes and strategies from critical pedagogy. 
This silence is consistent with the syllabus content as well as the syllabus aims and 
objectives which are all largely mute on these aspects of criticality. As a result, no critical 
thinking and critical pedagogy worth talking about is included on the teacher education 
programme. 
 
 There is persuasive evidence that students’ personal experiences are largely neglected in 
the teacher education processes. For the most part, these experiences are regarded not 
only as irrelevant, but also as unwelcome and as impediments to the learning of material 
presented in the college lectures. Participants indicated that the students’ voices are 
overruled and dominated by the lecturers’ voices during lectures. This largely silences 
students and reduces them to passive note-takers in a typically transmission based 
education system. Participants’ analysis of instances of marginalization was only 
elementary and the ways they suggested to deal with marginalized persons were far from 
203 
 
convincing. All in all, critical pedagogy is severely under-represented in the participants’ 
educational practice. 
 
 Teacher educators, as shown by the views of participants, are convinced that critical 
thinking skills are natural abilities that exist in some persons and not in others. They also 
appeared to believe that such skills develop with maturation. Thus participants were 
convinced that they possessed critical thinking skills even without any formal training in 
such skills. This turned out to be a very inadequate understanding of critical thinking and 
it made me cast a long shadow of doubt on any claims that some lecturers were teaching 
critical thinking skills. 
 
 It was also clear that the majority of teacher educators blamed shortages of time and the 
large numbers of students for their failure to teach critical thinking skills on the 
programme. On analysis, these reasons do not seem to hold water. For one reason, it is 
not always necessary to have spare time on a programme to introduce criticality skills. 
Criticality skills can actually free up more time on a tightly packed programme through 
its potential to make learning easier and more efficient. This is supported by studies cited 
by Cotton (1991, p.10). For another, criticality skills can be imparted to all sizes of groups 
of learners. The teacher educators would need to adopt appropriate methods to suit the 
size of the group. So the excuses offered for not teaching critical thinking and critical 
pedagogy are altogether rather lame. 
 
 The colonial legacy was shown in the discussions to be exerting considerable sway on the 
post-colonial education system. Like its colonial counterpart, the current teacher 
education practices visibly shun and discourage the use and the imparting of critical 
thinking and critical pedagogy skills. The educational system changed hands with the 
attainment of independence, but it apparently did not substantively change its structure 
and objectives. As a result, any critical thinking person, or anyone who tries to teach such 
skills, is viewed with suspicion and regarded as undesirable, thereby risking ejection from 
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the system. Thus, adopting or teaching critical thinking remains a risky affair long after 
colonialism ended. This appears to reflect a highly tenacious characteristic of colonial 
education which may be influencing education systems in many more former colonial 
states. 
 
 
8.3 RECOMMENDATIONS 
The following are the recommendations that flow from the conclusions stated above. 
 
 There is need for a systematic countrywide awareness campaign to appraise all people 
involved in teacher education of the nature, value and benefits of developing criticality 
among student teachers through both critical thinking and critical pedagogy. From the 
teacher education personnel, the campaign should be extended to all sectors of 
education, including personnel in primary and secondary schools, in universities and in 
other colleges of education. It is imperative to spread the awareness campaign to all 
members of society in productive capacities who may benefit from criticality skills both 
in their official duties and in their personal lives by learning more effective choice-taking 
and decision-making procedures. 
 
 In addition to the general awareness campaign, teacher educators need to undergo an 
educational programme or programmes aimed at advancing their understanding of 
critical thinking and critical pedagogy. Such a programme would provide the teacher 
educators not only with the ability to teach others the critical thinking skills, but equally 
important, the ability to use criticality meaningfully, deliberately and systematically in 
their own lives. It would be important for teacher educators to develop into enviable 
models of critical thinking and critical pedagogy if student teachers are to emulate such 
qualities and see these as useful assets to teaching and learning processes. 
 
 All persons exposed to criticality skills, starting with teacher educators, should ideally 
205 
 
learn to go beyond just teaching these skills to their charges. Both teacher educators and 
their students need to develop a propensity and willingness to use such skills in their own 
lives and their teaching practice. Critical thinking and criticality should become second 
nature to them in all their deliberations. 
 
 It is necessary to include critical thinking and critical pedagogy components separately 
on teacher education syllabi in order to ensure that these components are taken 
seriously by all parties engaged in the implementation of the curriculum. Critical thinking 
and critical pedagogy would need to constitute separate and distinct syllabus aims and 
syllabus objectives, and to be clearly outlined in the syllabus content and assessment 
specifications. 
 
 It is recommended that students should be encouraged to constantly refer to their 
previous personal experiences – developmental, social, cultural, and especially 
educational experiences – in approaching content, principles and theories presented in 
lectures. Such personal experiences ideally act as vantage points from where the student 
understands and critically questions such new content, leading to a deeper and more 
useful synthesis between what already exists in the knowledge store and the fresh ideas 
met on the teacher education programme. Such synthesis makes for clearer perception, 
more relevant interrogation, and deeper understanding of the learning-teaching 
theories. Failure to acknowledge the previous personal experiences of the student has 
the potential of making the newly acquired knowledge sit side-by-side with previous 
experience, with no real relationships drawn between them, and often in direct 
contradiction with each other. This confuses the learner much more than it illuminates 
learning, and it is best avoided. Teacher education content must not be imposed on 
learners as superior information that should replace the existing body of knowledge. 
Rather, it must respect what already exists and build on it through a process of constant 
interaction between the old and the new. Even when these previous experiences are not 
expressly voiced out to other students, the individual students must be encouraged at 
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every turn, and indeed taught, to continually reflect on this treasure of experiences in 
considering what is taught to them. This would make their learning a deeply enriching 
active process, and not just a passive receiving game requiring memorization and no 
reflection. Critical thinking and critical pedagogy would be seminal in developing such 
skills. Criticality skills keep persons active, making them ask the searching questions, 
refuse to take anything for granted, and remain reflexive and keenly aware of the 
rampant unequal power relations that need to be rectified. Without such skills, the 
educational system effectively creates ‘academic zombies’, as described by participants 
in the focus group discussions. Such persons are virtually worthless to themselves and to 
society, and they are often bent only on recreating themselves in others through highly 
uncritical methods and attitudes. 
 
 Teacher educators do not need to have more time available for their teaching in order to 
embark on criticality development. In fact, developing criticality in staff and students has 
proven potential to free up valuable time as both the teaching and learning become more 
efficient and effective (Cotton, 1991). The development of criticality has also been 
associated with improved academic performance (Miri et al., 2007). So the shortage of 
time is clearly no excuse for not teaching criticality. 
 
 I recommend that ministry officials, the quality assurance body, and teacher education 
college administration staff all need to understand the value of criticality to all those 
involved in teacher education. This would go a long way to disabuse them of the notion 
that a critical thinker is a rebel and a threat to the system. On the contrary, stronger and 
more robust social systems are forged where members possess viable criticality skills. 
 
 The discussion of critical thinking and critical pedagogy in education needs to be kept 
alive in order to maintain the concerns of criticality in the foreground of public social 
interest. Modern societies cannot afford to have the criticality skills pushed out of the 
active public domain as cultural hegemony prefers. There will always be significant 
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resistance to introducing criticality seriously in teacher education, particularly from 
groups that stand to benefit from existing unequal power relations in society. Critical 
pedagogues are advised to anticipate this and to continually dedicate themselves to the 
process of disrupting the status quo for the greater benefit of marginalized groups. 
 
 There is need for education systems in former colonial states, especially in Africa, to ask 
honestly searching questions about the kinds of knowledge that their education systems 
give to their unquestioning populations, and, perhaps, more importantly, what 
knowledge they ignore or hide, e.g. critical thinking and critical pedagogy.  
 
 
8.4  A FRAMEWORK FOR THE DEVELOPMENT OF CRITICALITY IN EDUCATION 
 
From my findings in this study, it would be grossly negligent for me to end with mere 
recommendations that do not have any practical implementation strategy. I therefore, 
propose the framework indicated in Figure 8.1 below as a suggested plan to ensure that 
criticality is systematically developed on a national basis. 
 
The framework is built around the principle that criticality development must have the 
support of a clear national structure, must be mediated by distributed regional chapters, and 
have a strong institutional base. However, the organisation should have its heartbeat firmly 
rooted in the small cells in each institution that comprise students of a single intake who not 
only know each other well, but who also have similar tasks and work schedules to enable 
them to organise themselves around the criticality activities better. It is the responsibility of 
each institution to set up these cells, including cells of teacher educators, which must be 
involved in criticality programmes and activities at suitable times and schedules. Substantial 
resistance to the initial set up of these structures coming from institutional administration 
and other arms in the operation of the teacher education colleges can be expected. However, 
these hegemonic practices should not deter or detract criticality panels from their 
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humanizing mission. I indicate the roles of each level on the structural organisation of the 
framework in the list given below.  
 
The framework exists inside two environments that I show as diagrammatically surrounding 
the criticality structures in the centre. The first of these environments on the outermost ring 
is critical theory. This is only logical and it implies that whatever happens in the activities of 
the organizational structures within the framework must be informed by critical theory 
principles. Critical theory will be used through the lenses of two relevant theoretical 
guidelines which are cultural hegemony and the epistemologies of ignorance. These guiding 
perspectives will assist the participants to ask relevant questions that will help them to 
develop a truly critical interrogation of realities around them.  
 
I deliberately prefix the levels with ‘CTP’ to stand for ‘Critical Thinking and Pedagogy’. My 
conviction is that the twin skills of critical thinking and critical pedagogy must form the basis 
of all the criticality development activities. CTP is thus meant to be a constant reminder to 
all concerned that the purpose of the framework is to develop both critical thinking and 
critical pedagogy skills and attitudes. Each higher level on the hierarchy of the framework 
has the duty to oversee the efficient running of the structures below it. However, I need to 
emphasise that lower structures should be allowed as much democratic space as possible to 
allow them to shape the direction of their criticality development in response to their real 
felt needs and capabilities. No imposition should be tolerated in this anti-hegemonic effort. 
In that light, the structures set up should be democratically instituted and they must see 
regular reconstitution to avoid the building of undesirable and counterproductive power 
bases that would contradict the primary objectives of criticality development. 
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Fig. 8.1  A national framework for the development of criticality in education 
A.   CTP Cells: Institution and intake based 
B.  CTP Community 
(college/school based) 
B.  CTP Community 
(college/school based) 
C.  Regional CTP Chapter 
D.  NATIONAL CTP 
COORDINATING COMMITTEE 
INTERNATIONAL CTP BODIES GOVERNMENT MINISTRIES 
CRITICAL THEORY 
Critical Thinking Critical Pedagogy 
Cultural  
hegemony 
Epistemologies  
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The National Coordinating Committee, in the scheme of things, should take its international 
role seriously. It should liaise with global critical movements the world over to learn of 
current benchmarks in criticality and to familiarize itself with current best practices in critical 
thinking and critical pedagogy. It must, however, always take care to avoid being controlled 
or dominated by such international movements. The framework suggests that this 
committee should also liaise with all relevant government arms and take on board all willing 
corporate human resource development departments to work mutually with them to 
incorporate criticality skills and attitudes in their personnel development strategies. The idea 
is to make criticality a national priority, and a truly national venture. 
 
The roles of the different structures in the framework 
A. The CTP Cell 
The cell will be tasked to: 
- share CTP best practices and criticality experiences in small groups; 
- discuss progress and development of criticality in the cell; 
- assess challenges and impediments to criticality development; 
- communicate with the CTP Community on successes and concerns, and; 
- set up periodic Cell CTP goals. 
 
B. The CTP Community 
The CTP Community will: 
- set up Community CTP goals, to be revised periodically; 
- liaise with Regional CTP Chapter; 
- ensure CTP cells are in place and active; 
- receive and action concerns from CTP cells; 
- disseminate new information and trends on criticality from Regional Chapter, 
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and; 
- liaise with institutional authorities on CTP best practices and policy. 
 
C. The Regional CTP Chapter 
The Regional CTP Chapter has the duty to: 
- ensure CTP Communities are in place and functioning at each institution; 
- disseminate new information and trends on CTP best practices; 
- receive and action concerns and challenges from CTP communities, and; 
- set Regional CTP Chapter goals in line with National CTP Coordination Committee 
goals. 
 
 
D.  The National Coordinating Committee 
The National Coordination Committee is expected to: 
- draw up the national CTP programme annually and monitor its implementation; 
- organise and implement CTP education for educators, including workshops, short 
courses and ongoing staff development; 
- liaise with all national arms dealing with human resources development and 
education; 
- coordinate with international bodies to keep abreast with CTP best practices; 
- liaise with national policy-making and constitutional bodies to mobilise CTP-
friendly policies; 
- ensure Regional CTP chapters are active and functional, and; 
- assess impediments to CTP and recommend remedies. 
 
Apart from the very initial organizational set up, all structures above the Cell should be 
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constituted through the direct selection by lower level units in order to be legitimate and to 
represent the real needs of those lower levels. If this is properly done, the criticality 
framework is likely to have strong roots in the Cell membership and to grow into a self-
sustaining and self-propelling movement in the advancement of criticality in the country. 
 
I leave it to the national criticality organizational structure to decide what model of critical 
thinking inclusion the nation should adopt between the process approach and the content 
approach (cf. Section 2.5, p. 57). Nevertheless, as far as critical thinking skills are concerned, 
every student who completes secondary school education, in my humble view, should have 
attained the minimum of Stage 3 (The Beginning Thinker), and any student teacher 
completing teacher education should be required to have attained a minimum of Stage 4 
(The Practising Thinker) (cf. Section 2.6, p. 62). 
 
Inevitably, more work would need to be done to ensure that this framework is user-friendly 
and implementable. Research would also need to be carried out to avert the likely resistance 
that would come from the existing structures of power that seek to protect their privileges. 
 
8.5 LIMITATIONS OF THE STUDY 
A few limitations could have affected the validity of the findings reached in this study. 
 I acknowledge that from the outset I brought a sizable amount of bias into the study as 
a person who had been involved in teacher education before. While this may be the case, 
I made all effort to declare my previous involvement. I also was vindicated by the thinking 
in qualitative research that holds that the qualitative researcher must be directly involved 
in both data generation and data analysis, as long as personal biases are acknowledged 
and their influence on the findings is specified. In the study, I made the actual words of 
the participants the basis of my analysis to avoid being carried away by my personal 
opinions. The audit trail to support these verbatim citations is all available for anyone to 
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check. My voice and my opinion only came when I was analyzing these original verbal 
inputs from the participants. In addition, member checking was used to confirm the 
participants’ concurrence with the interpretations made of their views.  
 
 Another possible limitation was the use of a small number of question papers in the 
document analysis component of the data generation process. I admit that a wider range 
of question papers might have enabled a fuller picture to be formed of the nature of 
questioning and the levels of criticality reflected in the examinations. While that may be 
true, the college that offered more than one question paper proved that there was 
virtually no variation in the kind of questioning between the different question papers. It 
is unlikely that more question papers would have yielded a different result from what the 
single paper produced. 
 
 
 
 A critic may question the wisdom of asking participants questions about concepts that 
they might have little knowledge of. While it may be true that the participants in the 
focus group discussions evidently had limited knowledge of the true nature of critical 
thinking and critical pedagogy, they were assisted by the preliminary information passed 
on to them before the discussions in order to allow them to prepare themselves for the 
discussions. In addition, the nature of focus group discussions is such that the group 
always reaches some useful answers through the collaboration of the group members. 
The data in this research prove that the participants may have known little about critical 
pedagogy, but they proved that they had in-depth knowledge of their educational 
practices, which was very informative when applied to the concepts in question. 
 
 
8.6 SUGGESTIONS FOR FURTHER RESEARCH 
In the process of carrying out this research study, gaps and related areas begging for further 
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research became evident. Some of them include the aspects stated below. 
 
8.6.1 This study limited itself to views expressed by teacher educators in the two colleges 
in question. As I weighed the teacher educators’ views, I grew a lot of interest in 
what the views of student teachers would be on the issues raised in the study. A 
separate study could be conducted based on student’ perceptions of criticality in 
teacher education. 
 
8.6.2 Other stakeholders whose views would be immensely useful to our understanding 
of the phenomenon of criticality in teacher education are the teacher education 
college authorities (administrators), and the ministry of Higher and Tertiary 
Education personnel who are jointly responsible for the formulation of teacher 
education policy and ensuring its effective implementation. Their ideas on criticality 
can form the subject of a separate and very informative study. 
 
8.6.3   University education is a critical component of tertiary education. It would be 
interesting to study the levels of criticality engendered in universities in the country 
as institutions of the highest forms of academic learning in the land. In a significant 
way, universities are expected to lead the way in national academic efforts. Their 
position, jointly and separately, might be valuable in an attempt by the nation to 
chart more progressive ventures for its people. In addition, universities should be 
the quality assurance bodies for teacher education, and they really need to be torch 
bearers in the academic circles and educational practice. 
 
8.6.4 The data in the present study was generated through focus group discussions mainly, 
and document analysis of syllabi and examination question papers. Other studies 
could take a more empirical approach and assess the levels of criticality exhibited in 
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actual lecturing episodes, through students’ actual work such as assignments and 
examination scripts, as well as the way the lecturers mark such work. It would be 
interesting to compare findings between such studies and the present one. 
 
8.6.5 I also believe that a study can be conducted to ascertain the compatibility between 
criticality and African culture, as well as between criticality and African indigenous 
knowledge systems. Such compatibility, or possibly, any incompatibility, might be 
useful in explaining the levels of criticality in the education systems on the continent. 
 
 
 
8.7 PERSONAL REFLECTION 
This final thesis is the product of a long journey that had many shifts, twists and turns in its 
making. Although the eventual product remained fairly faithful to the initial concept paper, 
many adjustments, most of them in the form of refinements and enhancements, were 
effected along the way. Some of the changes greatly assisted in achieving meaningful focus 
in the study, and making the study both researchable and capable of contributing to the 
existing body of knowledge. For all this, I am deeply indebted to my promoter who was 
consistently directing my effort and suggesting very constructive alterations to the work as 
it progressed. 
 
The full length of the research period was an immense learning experience for me. I learnt 
invaluable research skills right from the beginning when the Faculty of Education organised 
regular workshops that progressively addressed research themes that gave me valuable 
insights into the processes and principles of doctoral research writing. The workshops were 
also rare opportunities that connected me to a wonderful cohort of researchers with whom 
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I shared research plans, progress, challenges and strategies openly and unreservedly. The 
organisers of the workshops were so adept at steering the direction and sequencing of the 
research workshop activities that the progress in my own study was greatly eased and given 
momentum. 
 
The learning experience extended far beyond research skills. As I groped for a suitable 
theoretical framework for the study, I struggled to provide clear bearings to the research 
process. When I identified cultural hegemony and chose it to be my theoretical framework, 
I was amazed at how the whole puzzle fell into place. Cultural hegemony was useful in 
helping me to appreciate just how the educational system could run without including 
critical thinking and critical pedagogy. Informed as it is by critical theory, cultural hegemony 
offered very credible explanations to the existing scheme of things, enabling me to make 
strongly grounded interpretations of both the state of affairs in teacher education, and the 
perceptions of lecturers as key participants in the process. Many issues raised in the focus 
group discussions could have been very difficult to understand and reconcile with an 
educational system of a country that emerged from colonial rule three and a half decades 
ago. However, when I looked at these perplexing views through the lenses of cultural 
hegemony, the purposes and intentions of current teacher education practices became very 
clear and meaningful. When I decided to use epistemologies of ignorance as an additional 
theoretical base, further insights emerged and the general picture of the teacher education 
programme vis-à-vis critical thinking and critical pedagogy became even clearer. Many of 
the views expressed by participants on the surface appeared to carry very ordinary 
messages, with little import. However, a close scrutiny with the help of cultural hegemony 
and epistemologies of ignorance often exposed deep meanings, proving the messages to be 
not only rich and meaningful, but also extremely powerful and revealing. In many cases, the 
participants themselves were not aware of the true richness of their viewpoints and the 
implications of their contributions, especially when these were considered in the joint 
context of cultural hegemony and epistemologies of ignorance. 
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I am aware that other theories could have been added to the theoretical framework, or used 
alternatively to the framework I used, but I was convinced that using too many lenses might 
easily be counterproductive and contribute some distortions as a result. I admit that it 
would be interesting to consider the low levels of criticality in light of the modern capitalist 
neo-liberal perspective, but I leave that to other research efforts. 
 
As a critical social research in the transformative paradigm, it was my intention to allow the 
research process to initiate the process of transformation in the teacher education system, 
even if this was in a small way. Of great significance to me, therefore, were the signs of 
evidence of some eye-opening effects among participants during the focus group 
discussions. Progressively participants acknowledged more and more openly the forces in 
the system that not only make the teaching and practice of critical thinking and critical 
pedagogy difficult, but that also work directly against such teaching and practice. 
Participants also showed signs of transformation when they admitted during the discussion 
that the problem may be caused by their own lack of critical thinking skills. It was clear that 
the discussion was making participants more introspective and self-examining. I was 
confident that this process of introspection would not end with the discussion. 
 
Evidently, many of the ideas that participants brought up were ideas concerning issues that 
they had never actively thought about until then, issues like the massive failure of students 
in school examinations and its causes, or the highly uneven social power relations in the 
education system that effectively prohibit the teaching of critical thinking. It even dawned 
on the participants late in the discussion that criticality could not be taught largely because 
the lecturers themselves were not critical thinkers and they did not possess critical thinking 
skills. All these were satisfying and encouraging indications to me reflecting some 
transformation starting with the participants, however tentative and modest in nature. 
218 
 
 
My greatest source of satisfaction, however, came from a sense of accomplishment arising 
from the realisation that I achieved what I set out to do, establishing the levels of criticality 
in the teacher education system at specific colleges in Zimbabwe, and coming up with 
suggestions of improving these levels. I also found enormous satisfaction in that the findings 
in this study were, to my knowledge, original and they can be used to investigate similar 
scenarios in other countries in Africa, and even in other parts of the world. In this regard, I 
remain confident that the study has added to the existing body of knowledge. No study had 
to date questioned the low levels of criticality skills in Zimbabwe’s education system. My 
hope is that this will be just the beginning of many researches meant to come to the bottom 
of the problem. Hopefully, other researchers will examine ways of increasing criticality in 
other educational sectors too, as well as in all facets of active productive human activities, 
e.g. workplaces in industry. I am convinced that my starting point, teacher education, was a 
very strategic place to give priority to, as any improvement in that sector will naturally 
cascade to the whole primary school education system, enabling every child who goes 
through school to benefit from the incremental levels of criticality that are introduced as a 
result. Indeed, I strongly believe that the whole world is a significantly better place with high 
levels of criticality in the global population, and serious efforts need to be made to achieve 
this noble goal. 
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APPENDIX I 
 
 
 
 
 
FACULTY OF EDUCATION 
Tel . +27 (0)41 504 2125 
Fax. +27 (0)41 504 9383 
 
7 February 2014 
Mr C Manyumwa / Prof S Blignaut   
Education Faculty 
NMMU 
 
Dear Mr C Manyumwa / Prof S Blignaut   
 
Teaching for criticality: An analysis of the current status at two teacher 
education colleges in Zimbabwe  
 
Your above-entitled application for ethics approval was approved by the Faculty Research, 
Technology and Innovation Committee of Education (ERTIC) meeting on 8 November 2013. 
 
We take pleasure in informing you that the application was approved by the Committee. 
The ethics clearance reference number is H13-EDU-ERE-043. 
 
We wish you well with the project. Please inform your co-investigators of the outcome, and 
convey our best wishes. 
 
Yours sincerely 
 
Ms J Elliott-Gentry 
Secretary: ERTIC 
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APPENDIX III 
NELSON MANDELA METROPOLITAN UNIVERSITY 
INFORMATION AND INFORMED CONSENT FORM 
 
Title of the research project: Teaching for criticality: An analysis of the current status at two teacher 
education colleges in Zimbabwe 
Reference number: H13-EDU-ERE-043 
Principal investigator:  Prof Sylvan Blignaut, Faculty of Education, South Campus, PO Box 7700, NMMU, 
   Port Elizabeth 6031 
Contact Details:   sylvan.blignaut@nmmu.ac.za 
   Telephone: +27 41 5044086 
 
Student:  Canisius Manyumwa, Faculty of Education, South Campus, PO Box 7700, NMMU, 
   Port Elizabeth 6031 
Contact Details:  manyumwac@gmail.com 
   Telephone: +263 54 227883   /  +263 773 366 221 
1. DECLARATION BY THE PARTICIPANT 
I, the participant and the undersigned 
…………………………………………………………………………………………………………….., 
ID number …………………………………………………………………………………………………………………………………………………, 
with address 
…………………………………………………………………………………………………………………………………………………………….. 
…………………………………………………………………………………………………………………………………………………………………………, 
hereby confirm that I was invited to participate in the above-mentioned research project that is being 
undertaken by Canisius Manyumwa, a doctoral student with the Faculty of Education of the Nelson Mandela 
Metropolitan University. 
It was explained to me that the investigator is gathering data with the purpose of exploring the current status 
of critical thinking and criticality in teacher education in Zimbabwe, and the possibilities of improving 
teaching for criticality. 
I understand that my participation is voluntary and that I can withdraw from the workshop at any time 
without penalty. I also understand that my decision whether or not to participate will in no way affect my 
present or future studies/ employment. 
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The risk of embarrassment will be hedged against by formulating my discussion contributions in general 
rather than personal terms. 
I understand that no benefits will accrue to me as a result of my participation in this study. 
My identity will not be revealed in any discussion, description or scientific publications by the investigators. 
In spite of this, I understand that my fellow-participants at the workshop will be able to link my inputs during 
the workshop with me. 
I will receive a copy of the research report once it becomes available. 
I understand that the proceedings of the focus group discussions will be digitally recorded by the researcher 
for later analysis. The researcher might also take notes of the focus group proceedings to supplement the 
recording. The recording and notes will be confidential and my identity will not be divulged in the recording, 
the transcription thereof, the data analysis and subsequent reporting or discussions. 
The information above was explained to me by Canisius Manyumwa in English and I am in command of this 
language. I was given the opportunity to ask questions and all these questions were answered satisfactorily. 
No pressure was exerted on me to consent to participation and I understand that I may withdraw at any 
stage without penalty. Participation in this study will not result in any additional cost to me. 
I hereby voluntarily consent to participate in these focus group discussions.  
Signed at …………………………………………………………………………………………… on the …………………………………. day of  
………………………………………………………………. 2015. 
Signature of participant: ……………………………………………………………………………………………………………………………… 
Signature of witness: ………………………………………………………………………………………………………………………………….. 
Full name of witness: …………………………………………………………………………………………………………………………………… 
 
2. STATEMENT BY INVESTIGATOR 
I, Canisius Manyumwa, declare that I have explained the information given in this document to 
…………………………………………………………………………………………………………………………, and that he/she was 
encouraged and given ample time to ask me any questions. This conversation was conducted in English and 
no translator was used.  I have detached Section 3 and handed it to the participant. 
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Name of workshop facilitator: ………………………………………………………………  Signature: ……………………………………  
Signature of witness: …………………………………………………………………………………………………………………………………… 
Full name of witness: …………………………………………………………………………………………………………………………………… 
>>>>>>>>>>>>>>>>>>>>>>>>>>>>>>>>>>>>>>>>>>>>>>>>>>>>>>>>>>>>>>>>>>>>>>>>>>>>>>>>>>>> 
SECTION 3 
Title of the research project:  Teaching for criticality: An analysis of the current status at two teacher 
     education colleges in Zimbabwe 
Reference number:   H13-EDU-ERE-043 
IMPORTANT MESSAGE TO PARTICIPANT 
Dear Participant 
Thank you for your participation in this study.  Should, at any time during the study, an emergency arises as a 
result of the research, or if you require any further information with regard to the study, kindly contact Canisius 
Manyumwa on Cell number - +263 773 366 221 or on 054 227883. 
 
Thank you. 
Sincerely, 
 
Canisius Manyumwa     Professor S. Blignaut 
PhD Student      Lecturer and Research Promoter 
Nelson Mandela Metropolitan University   Nelson Mandela Metropolitan University 
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APPENDIX IV 
PRELIMINARY INFORMATION FOR PROSPECTIVE PARTICIPANTS 
TOPIC:         Teaching for Criticality: An Analysis of the Current Status at Two Teacher Education Colleges in 
         Zimbabwe  
Student Researcher’s Name:  Canisius Manyumwa 
Nelson Mandela Metropolitan University 
PhD student 
e-mail address:   manyumwac@gmail.com 
Brief description of the study 
The study critiques the dearth of critical thinking in the teacher education system in Zimbabwe. It seeks to find 
the reasons for the absence of critical thinking. The study aims at raising awareness among teacher educators 
of the crucial need to develop criticality in student teachers through the teaching of critical thinking skills and 
the use of critical pedagogy methods in their practice. 
Research methods 
The study is a qualitative inquiry in the transformative paradigm. It will adopt a multi-site case study approach, 
where two teachers colleges will be data gathering sites. The focus group discussion is the main method of 
data generation, while document analysis will be used to gain insights into the current status of criticality in 
the relevant institutions. Data analysis and interpretation will be qualitative in an attempt to faithfully 
represent the views of the participants. 
Purpose of this Study 
I am a Doctoral student at the Nelson Mandela Metropolitan University. I am conducting a research as part of 
my Doctoral thesis. The project is part of a national study that seeks to generate data on the realities of teaching 
for criticality in education in Zimbabwe, with special attention on teacher education. It seeks to establish the 
current status of critical thinking and critical pedagogy qualities in teacher education practice and to explore 
the possibilities of developing the same. The aim is to find ways of developing criticality among teacher 
education students in order to enhance their practice later in the schools. 
Procedures 
You will be asked to take part in focus group discussions where, as a group of participants, we will explore 
opinions and perceptions regarding teacher education practice in relation to critical thinking and critical 
pedagogy. We are also interested in your views on the school education system in Zimbabwe for which you 
prepare your student teachers.    
Confidentiality 
All the information you provide will be strictly confidential, and your name will not be divulged on the audio 
recordings, in the transcription documents, or in the notes that the assistant moderator will take during 
discussions.  
Note About the Voluntary Nature of Participation  
Your participation is voluntary. You may refuse to participate or may discontinue your participation at any time 
during the focus group discussions. While we cannot compensate you for your time, your participation will be 
invaluable to our project as we seek an understanding the place of critical thinking and criticality in educational 
practice in the teacher education colleges and in the schools, and explore how these qualities can be developed 
in learners. 
Information about this Study 
You will have the opportunity to ask, and to have answered, all your questions about this research by e-mailing 
or calling the investigator, whose contact information is listed at the top of this letter. All inquiries will be 
treated as confidential.  
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APPENDIX V 
FOCUS GROUP DISCUSSION GUIDE 
Title of the research project: Teaching for criticality: An analysis of the current status at 
two teacher education colleges in Zimbabwe 
The questions listed below are meant to be a rough guide to the kind of aspects that the discussions 
are expected to focus on. Not all of them may be asked, and other questions and issues that are not 
listed below may be considered, depending on the direction of the participants’ contributions. The 
moderator remains open to any relevant concerns that may be brought up by the discussants. 
The purpose of teacher education 
 Why do we need teacher education? 
 Does teacher education always achieve these purposes? 
 What shortfalls exist? What inequalities?  
 Are some communities or groups disadvantaged in the teacher education system? 
The role of the lecturer 
 What do you see as the lecturer’s role in education? 
 Do lecturers always achieve the objectives of their role? 
 What challenges do lecturers face in fulfilling their role? 
 Is it justifiable to blame lecturers for the problems faced by learners? 
 Would lecturers perform better if they became more vocal about the challenges they face in 
teaching? 
 Why are educators often silent in the face of various hardships? 
The place of students’ personal experiences in the learning process 
 Is there any need to ask learners to draw from their personal experiences in the learning 
process? 
 Do lecturers appreciate the importance of learners’ personal experiences in the 
teaching/learning situation? 
 Why is the learner’s experience often ignored and/or despised? 
 Can learning be truly meaningful if it is not related to one’s own world of experience? 
The place of students’ voices in lectures 
 Why does education silence some voices in the educative process? 
 Whose voices are heard? Whose voices are silenced? Why? 
 Would it benefit the learning process if all students are encouraged to honestly speak out and 
be heard? 
 What reasons are put forward to amplify the lecturer’s voice and drown the learners’ voices? 
 How valid are these reasons? 
 How can more voices be accommodated in the classroom? 
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Awareness of marginalised groups 
 Are some groups in society marginalised, powerless or disadvantaged while others are 
privileged and powerful? 
 To what extent do these differential systems influence teacher education? 
 What do lecturers do to narrow the gap between the two groups of learners? 
 In what ways do colleges serve to increase and emphasise such gaps and differences? 
 What makes the marginalised groups to submit to their position? 
 What can education do to remove, or at least to reduce, marginalisation? 
 Are examination processes a part or a solution to the marginalisation of groups of people in 
society? 
The teaching of Critical Thinking skills 
 Do you think that people need critical thinking skills in life? 
 How much critical thinking is taught in teacher education? 
 Why did colonial education avoid the teaching of critical thinking in schools and colleges? 
 Why is critical thinking still elusive in post-colonial Zimbabwe education? 
 Who benefits from low critical thinking levels in the population? 
 How can critical thinking skills be enhanced in colleges of education? 
The use of Critical Theory and critical pedagogy in teaching 
 Are educators aware of critical pedagogy models of teaching? 
 Whose knowledge is taught in our education system? 
 Whose knowledge is suppressed? 
 Whose interests are served by the content that is taught? 
 Which groups of learners are advantaged by the education that is offered? 
 Why are learners from disadvantaged communities in the majority of those who fail 
examinations? 
 Who benefits directly from this state of affairs? 
Prospects for teacher education in Zimbabwe 
Arising from the discussions:  
 What improvements would you want to see in Zimbabwe’s teacher education system? 
  What recommendations would you make for your own institution as an education provider? 
 Any recommendations for the wider education system? 
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APPENDIX VI 
DOCUMENT ANALYSIS GUIDE 
 
A.   Syllabus and Teaching schemes of work 
 
      
critical thinking skills 
students’ voices 
Items to look for:   students’ personal experiences 
     attention to marginalised groups  
 
 
 
B.   Examination question papers 
The researcher will check at least two Theory of Education previous examination question papers, 
in the examiners’ instructions and the individual questions themselves for the following: 
 
     invitation for candidates’ own experiences 
 
Allowance for:     students’ critique of the theories and issues raised 
 
     candidates’ sensitivity to marginalised groups 
      
 lecturers’ sensitivity to disadvantaged groups in their 
questioning 
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APPENDIX VII 
SAMPLE EXAMINATION QUESTION PAPERS 
 
EXAMINATION QUESTION PAPER: COLLEGE ‘A’ 
DIPLOMA IN EDUCATION (PRIMARY) 
THEORY OF EDUCATION 
INSTRUCTIONS TO CANDIDATES 
1. Answer three questions; one from each section. 
2. All questions carry equal marks. 
3. Answers must refer to the teaching and learning situation in Zimbabwe primary schools. 
4. Start each answer on a separate sheet of paper. 
 
SECTION A: PSYCHOLOGY OF EDUCATION  
1. Discuss the relevance of Bruner’s theory to teaching and learning. 
2. Compare and contrast Chomsky and Skinner’s approaches to language development. 
3. Critique the relevance of Guidance and Counselling to the primary school teacher. 
SECTION B: SOCIOLOGY OF EDUCATION  
4. Deviance is socially constructed. Discuss. 
5. Examine the view that education transmits the culture of the whole society. 
6. Assess the relationship between leadership styles and school management. 
SECTION C:  PHILOSOPHY OF EDUCATION  
7. Human rights observation is part of good teaching. Discuss. 
8. Evaluate the notion that Rationalist and Empiricist ideas complement one another in 
knowledge acquisition. 
9. The primary school teacher has a role in curriculum planning. Discuss. 
 
***           END OF EXAMINATION PAPER        *** 
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EXAMINATION QUESTION PAPER: COLLEGE ‘B’ 
DIPLOMA IN EDUCATION (PRIMARY) (PRE-SERVICE) 
THEORY OF EDUCATION 
 
INSTRUCTIONS 
1. Answer ONE question from each section. 
2. Support your answer by drawing from relevant theory and practice. 
3. Where possible, answers must be related to the Zimbabwean primary school situation. 
4. Begin each answer on a fresh page. 
 
SECTION A: PSYCHOLOGY OF EDUCATION AND INCLUSIVE EDUCATION 
1. Assess the relationship among testing, measurement and evaluation. 
2. Analyse the impact of delinquency on pupil achievement. 
3. There is no relationship between intelligence and personality. 
 
SECTION B: SOCIOLOGY OF EDUCATION AND EDUCATIONAL ADMINISTRATION 
4. Examine the role of education as a vehicle for social mobility. 
5. Culture discriminates. Discuss. 
6. Critically discuss the relationship between leadership styles and school achievement. 
 
SECTION C:  PHILOSOPHY OF EDUCATION AND CURRICULUM STUDIES 
7. Analyse the view that colonial education was better than post-colonial education. 
8. ZIMASSET is a myth. Discuss. 
9. Evaluate the impact of the Research, Development and Diffusion (RD&D) model in effecting 
curriculum change and innovation. 
 
